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Executive Summary 
Aim of the Evaluation 
This dissertation reports on a formative theory-based evaluation of the non-academic 
component of the Bridging Year Programme (BYP) implemented by the South African 
Education and Environment Project (SAEP), a Non-Governmental Organisation (NGO) 
working mainly in the impoverished community of Phillipi near Cape Town, South Africa. 
The focus of the evaluation was: (1) to extract the underlying assumptions of the non-
academic component of the BYP, (2) to assess the plausibility of the underlying programme 
assumptions and (3) to develop an outcome monitoring framework for the non-academic 
component of the BYP. 
The Bridging Year Programme Description 
This programme recruits learners from poor socio-economic backgrounds who have gained 
a National Senior Certificate (NSC) at bachelors pass level but have not gained access to 
their tertiary level programmes of choice. Its aim is two-fold, (1) to assist learners to 
improve their NSC standard in order to gain access to their tertiary education programme of 
choice and (2) to provide them with personal development skills to cope with the academic 
and social demands of tertiary education. The assumption is that if the learners’ personal 
development skills are enhanced their prospects of success in tertiary education and the 
employment market will be improved. Thus, the programme comprises an academic 
component and a non-academic (personal development) component. The scope of this 
evaluation focused specifically on the non-academic component of the BYP.  
Background 
A review of local and international bridging courses found that most students from poor 
socio-economic backgrounds are underprepared to cope with the social and academic 
workload of tertiary education, leading to high tertiary-dropout rates. A number of 
programme evaluations found that if students are provided with a set of non-academic 
(personal development) skills including planning and organising, prioritising their workload 
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and English literacy skills, they will be better prepared to cope with the academic demands, 
thus improving their prospects of success at tertiary institutions.  
 
Research Method and Findings 
A convenience sampling technique was used to involve all the programme staff of the non-
academic component in the programme theory evaluation process. The programme theory 
of the non-academic component of the BYP was elicited using Donaldson’s (2007) six-step 
process. The plausibility of the programme theory was then assessed by means of an 
extensive literature review. 
 
The plausibility assessment revealed some gaps in the programme theory of the non-
academic component of the BYP in particular that some of the short-term outcomes did not 
logically link to the medium term outcomes. Furthermore, the non-academic component of 
the BYP incorporated most of the programme activities found in other successful 
programmes. However, the non-academic component of the BYP did not monitor 
programme implementation. If programme implementation is not monitored consistently 
then the prospects of achieving the desired programme outcomes may be limited as the 
programme may not be delivered with the desired level of strength and fidelity. 
 
Opportunities for Improvement of the programme 
A revised logic model for the non-academic component of the BYP was developed and 
incorporated all the components which the literature review showed were associated with 
programme success. If the programme manager implements the revised logic model and 
ensures that each step of the logic model is monitored consistently, the level of success in 
achieving programme goals will be increased. 
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Chapter One: Introduction 
“The proportion of African students in universities increased from 49% in 1995 to 63% in 
2007 and is estimated to be around two-thirds at present. This trend still has some way to go 
to reach the 79% of Africans in the population, but it does show steady and considerable 
progress since 1994.”(Nzimande, 2010, p.2). 
 
In 2014 South Africa celebrated a two decade milestone of democracy. However the South 
African government is still confronted by numerous challenges in the struggle to reduce 
inequality (National Planning Commission [NPC], 2011). Poverty alleviation and creating 
equal opportunities for all were identified as key strategic objectives in the 2011 NPC 
diagnostic report (NPC, 2011). The NPC report proposed that poverty and inequality are 
perpetuated by high rates of unemployment and poor educational outcomes. Although the 
government has managed to increase access to education, which is nearing universal levels, 
nevertheless, the quality of education for the majority poor black South Africans remains 
substandard (NPC, 2011). 
 
According to Modisaotsile (2012), the South African education system has a shortage of 
qualified educators. This therefore affects the learning standards set for learners (Dass-
Brailsford, 2005; Prew, 2009; Richards, 2012). These challenges are aggravated by 
insufficient resources and inadequate infrastructure, evident in township schools and more 
so in rural schools (Dass-Brailsford, 2005; Milner & Khoza, 2008). Many schools serving poor 
black rural communities in South Africa are considered dysfunctional (Van der Berg, 2008). 
The learners who attend these under-resourced schools typically reside in under-resourced 
communities, characterised by poverty and higher levels of crime and violence compared to 
the more affluent communities (Institute for Security Studies, 2015). Consequently, 
disadvantaged learners underperform at school. This increases their risk of being ill-
prepared for their final examinations which results in an even greater challenge to cope 
with the academic and social demands of tertiary education (Wood & Olivier, 2004; Essack 
& Quayle, 2007; Milner & Khoza, 2008; Richards, 2012). 
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Higher levels of education have been correlated with increased income, improved living 
standards, access to better employment opportunities and improved health outcomes; and 
are therefore seen as essential for economic development (Letseka, 2009). However, many 
students do not complete their studies at higher education institutions. Letseka (2009) 
notes that about 44% of enrolled students graduate from higher education institutions 
(Letseka, 2009). Hence, both accessing and completing tertiary education remain great 
challenges in South Africa (Letseka, 2009). 
 
There are also significant disparities between pass rates of black and white students 
(Soudien, 2010). For contact universities in almost all areas, the black student completion 
rate is less than half that of white students (NPC, 2011). The figures are particularly low for 
first generation tertiary students (black students attending university for the first time who 
come from families who have never attended university) of whom only one in five graduate 
in the required time (NPC 2011). Soudien (2010) states that only 5% of black students who 
enrol at tertiary institutions graduate. According to the Higher Education South Africa 
(HESA) report to the Parliamentary Portfolio Committee on Higher Education and Training in 
2014, "internationally, the graduation rate norm for a three-year degree programme is 25%. 
However, in 2010, the graduation rate of African [black South African] students was 16%, 
and that of white students was 22%" (University World News, 2014). These figures do not 
meet the needs of a country requiring an educated and skilled workforce. Thus, completion 
of tertiary education is crucial. 
 
The reasons for poor academic performance and high drop-out rates at tertiary education 
institutions are diverse. Jones, Coetzee, Bailey and Wickham (2008) note that tertiary 
education challenges include inadequate funding and inadequate academic preparation for 
university studies. Moreso, Wood and Olivier (2004) and Richards (2012) explain that 
academic pressure is usually most intense in the first year of study and learners from 
disadvantaged communities are often unprepared to cope with the associated social and 
academic demands.  
 
Studies conducted both locally and internationally found that factors contributing to student 
preparedness for and success at tertiary education are not limited to academic results 
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achieved at secondary education, particularly for students from disadvantaged communities 
(Richards, 2012; Dabula & Makura, 2013). Non-academic factors, also referred to as soft-
skills or meta-cognitive skills, are just as critical (Jones, et al., 2008; Conley, 2012; Dabula & 
Makura, 2013). In a study conducted on the Targeting Talent Programme at the University 
of the Witwatersrand, an integrated academic and social support programme to help 
students adjust and cope with life as a university student, Richards (2012) found that certain 
emotional factors also compromised the academic performance of learners from 
disadvantaged communities. Factors included a lack of motivation and confidence, 
institutional alienation and anxiety about finances. 
 
Research found that if learners from lower socio-economic backgrounds received personal 
development skills programmes which included counselling and mentoring, from the tenth 
grade, they were more likely to gain access to higher education institutions and retention 
rates beyond first year increased (Gulatt & Jan, 2003). 
 
Thus, learners from poor socio-economic backgrounds, who receive academic and non-
academic assistance, through personal development programmes, can increase their access 
and success at tertiary educational institutions. The South African Education and 
Environment Project (SAEP) is one initiative that responds to these needs. SAEP is a 
registered, non-profit organisation (NPO) that provides various educational programmes at 
pre-school, high school, post-high school and tertiary level (http://www.saep.org).  
 
This research focuses on SAEP’s Bridging Year Programme (BYP). The programme prepares 
young people for tertiary education. The Bridging Year Programme consists of two parts, - 
academic and non-academic (personal development). The BYP was evaluated in 2009 and 
2011. The 2009 evaluation focused on the academic part of the programme. Whilst the 
2011 evaluation considered the full programme, it could not provide sufficient theory or 
process evidence concerning the non-academic part. Upon request of the programme staff, 
the aim of this research is to evaluate the non-academic part of the BYP. A full description of 
the programme follows 
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BYP Programme Description 
The programme description was compiled from several sources including the SAEP website 
(http://www.saep.org), the SAEP Annual Report 2012, the Corporate Social Investment (CSI) 
Funding Proposal to ADT (a security solutions company), and semi-structured interviews 
with the SAEP Impact Centre Founder and Director as well as with the programme manager 
of the BYP. The following sub-sections provide an overview of the objectives of the BYP, the 
target beneficiaries and the key role-players responsible for its implementation.  
 
 Objectives of the BYP  
The BYP is a non-profit organisation (NPO) that has been in existence since 2004. It operates 
from the Western Cape. The objectives of the BYP, as outlined in a CSI funding proposal to 
ADT (2013) are:  
 
To help youth prepare for, gain entrance to and succeed in tertiary education and 
productive employment. The aim of the BYP is to instil values of community service 
and civic responsibility, shaping leaders who contribute to the development of their 
communities and their country. The BYP also wishes to develop well-rounded, 
resilient young people who can respond to life’s challenges and to share lessons of 
experience and contribute to broader dialogue on youth development, education 
and entrepreneurship in South Africa. (p. 5) 
 
Target beneficiaries.  
The SAEP CSI Funding Proposal to ADT (2013, p.4) and the SAEP BYP website 
(http://www.saep.org) describe the target beneficiaries as "motivated matriculants from 
under-resourced high schools”. As the concept "motivated matriculants" is difficult to define 
operationally, the target beneficiaries were operationally defined in consultation with the 
programme manager and the BYP coordinator as: (a) post grade 12 learners, (b) from 
disadvantaged communities, (c) with a minimum of a bachelor’s pass, and (d) who do not 
have the minimum points for admission to their preferred institution or programme of 
choice. The bachelor’s pass is the highest level of National Senior Certificate and qualifies 
the holder for admission to any tertiary institution in South Africa 
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Recruitment and selection of target beneficiaries. 
The BYP offers a yearlong programme to students predominantly from Phillipi community in 
the Western Cape. Learners from under-resourced schools/communities are able to apply 
via an open application process. The learners are required to submit an application form 
together with their grade 12 final report, references and a written motivation. Applicants 
are then shortlisted based on academic achievement (minimum of a bachelor’s pass) and 
evidence of leadership skills (for e.g., involvement in community service initiatives).  
 
According to an interview with the programme manager conducted in March 2014, 
shortlisted candidates are invited for panel interviews with the programme director, the 
programme manager, the in-house SAEP social worker and the programme co-ordinator. 
After the interview, candidates are asked to take five minutes to complete the “grit 
assessment”. Duckworth, et al. (2007), explain that “Grit is the tendency to sustain interest 
in, and effort toward very long-term goals”.  
 
However the use of grit scales for admissions purposes are discouraged, as participants are 
able to misrepresent themselves. When this concern was discussed with the programme 
social worker, it was stated that admission to the BYP is not dependant on the grit 
assessment; but was only used to gain a deeper understanding of the student. The selection 
process aims at a holistic decision based on all the admissions tools including the grade 12 
final results, the application form, motivational letter and the interviews. 
 
After final decisions have been made, bulk cell phone messages are sent out to unsuccessful 
candidates with a link to other possibilities. Successful candidates are informed 
telephonically and invited to attend a three-day orientation session. Learners and their 
parents sign acceptance letters. Parents are also required to sign a commitment contract 
allowing the full involvement and participation of their child as well as committing them to 
support the progress of their child throughout the year (interview with the programme 
director, February 2014). Figure 1 below illustrates the recruitment and selection process of 
the BYP. 
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Figure 1. The Recruitment and Selection Process of the BYP 
 
The 2014 BYP structure. 
The BYP structure is presented diagrammatically in Figure 2. The programme activities are 
grouped under two main components namely: the academic component and the non-
academic component which aims to prepare students for access to and success at tertiary 
education. Both components are compulsory for all BYP students. 
 
Figure 2. The 2014 BYP Structure 
 
The BYP is a ten-month programme commencing in February and ending in November. The 
BYP follows a school-like routine where the students attend classes from Monday to Friday 
between 09h00 and 16h00. Attendance at all classes is compulsory and to enforce this, 
students are required to sign an attendance register daily upon arrival at the SAEP premises.  
 
Step 1:
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Step 2: 
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candidates are 
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Step 3: 
Panel interviews
Step 4:
Candidate 
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Step 5: 
Final decision 
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Step 6: 
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Commences the 
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Figure 3 provides a breakdown of the BYP timetable for 2014, semester one. The BYP school 
week consists of 30 lesson slots and of these, 11 slots are dedicated to the non-academic 
classes. There are six non-academic classes which are (a) Touchstones, (b) social work, (c) 
careers, (d) community service, (e) computer skills and (f) English – functional. 
 
 
Figure 3. BYP 2014, Semester One, Timetable 
 
During the initial consultation with the SAEP Director, it was highlighted that the 
stakeholders of the BYP were particularly interested in an evaluation of the non-academic 
component of the programme. This component is described below. 
 
The non-academic programme activities of the BYP. 
Figure 4 highlights, by means of a red box, the component of the BYP that was the focus of 
the evaluation presented in this research. The non-academic component consisted of three 
core courses, namely: (a) life skills, (b) career counselling and (c) basic computer skills. 
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Figure 4. The Non-Academic Component of the BYP that is the Focus of the 2014 Evaluation 
 
 The life skills component. 
According to UNICEF (2012), the term ‘life skill’ is very broad as it can encompass any skill 
needed to live. In a global evaluation of life skills programmes, conducted by UNICEF (2012), 
it was found that the definitions of life skills are context- or country-specific as they address 
the life skills needs of people within their particular context. As previously noted, the BYP 
aimed to assist students from poor socio-economic backgrounds to gain entrance to and 
succeed at tertiary education. Thus the focus of the life skills component of the BYP was on 
imparting the knowledge and skills that would lead to this outcome.  
 
The life skills course consists of seven modules. These modules are: (a) study skills, (b) 
critical thinking, (c) functional English, (d) communication, (e) psycho-social support, (f) 
mentoring and (g) service learning. The life skills modules are presented in each of the non-
academic classes. Table 1 displays each of the life skills modules presented during the 
corresponding non-academic class. The following subsection provides a brief description of 
the non-academic modules of the BYP, which were derived from BYP course planning 
documents as well as through discussions with the programme manager. 
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Table 1 
BYP Life Skills Modules Corresponding with the Non-Academic Class 
Life Skills modules Non-academic classes 
Study Skills Social Work 
Critical Thinking Touchstones 
Functional English English – Functional 
Communication Touchstones 
Psycho-Social Support Social Work 
Mentoring Offered outside of scheduled classroom slots. 
Service Learning Community Service 
 
Study skills. 
During the social work period, on an ad hoc basis, the social worker shared articles about 
study methods. The information shared was collated by an SAEP programme coordinators. It 
was compiled from a list of information found during a Google search. The module covered 
the following: (a) making the most of lectures – preparing for lectures and what to do during 
and after lectures, (b) taking notes during lectures – being selective, the use of mind 
mapping, recording lectures, making notes whilst listening, (c) assignments – where and 
when to start studying and common reasons why students fail assignments, (d) strategies 
for building vocabulary, (e) methods on how to memorise information, (f) time management 
– long-term planning, short-term planning, creating daily and weekly planners, strategies on 
how to manage time. 
 
Psychosocial support. 
The objective of the social work class was on psychosocial support for the BYP students and 
was presented by the SAEP social worker. Psychosocial support was offered weekly to the 
BYP students for one hour and was conducted in a group session. Issues that might affect 
the students both personally and academically were discussed. If the need arose, one-on-
one counselling sessions were offered to students.  
 
 Critical thinking and communication. 
The critical thinking and communication modules were covered in the Touchstones class. 
The Touchstones class aimed to improve the critical thinking and communication skills of 
the BYP students. The material was a standardised programme that was purchased online. 
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BYP students attended a weekly one-hour session facilitated by the BYP coordinator. This 
class was presented in the form of a debating session where the instructor presented a topic 
to the class and the students were required to present their opinions on it. During this 
session the students were taught how to present an argument and to substantiate their 
view points. 
 
 Functional English. 
The objective of this module was to develop: (a) listening and speaking skills, (b) reading 
skills, (c) writing and presenting skills, and, (d) language skills. The module was facilitated by 
the BYP English teacher. Students attended four functional English sessions per week (refer 
Figure 3). 
 
 Mentoring. 
The mentoring component was facilitated by the social worker. According to the social 
worker, the mentor should have knowledge of the goals set by each student, through the 
SMART (Specific, Measurable, Attainable, Realistic and Time bound) action plans that 
students had developed in the careers period at the start of the year. The expectation was 
that mentors would assist individual students to work towards achieving their SMART goals. 
Due to lack of interest from volunteers, the BYP instructors had taken on the role of 
mentors. Each mentor was assigned a group of students that they were responsible for 
mentoring for the calendar year. Mentors were expected to meet at least twice per month 
with their mentees. 
 
 Service learning. 
It was compulsory for all BYP students to participate in community service mainly to develop 
a culture of “giving-back”. Each BYP student was required to complete 100 hours of 
community service before they were able to graduate from the programme. Community 
service was conducted weekly. The students were allowed to volunteer at an organisation of 
their choice. The organisation the student volunteered at was required to have a supervisor 
who signed the student’s attendance register. The student attendance was electronically 
captured by the BYP community service co-ordinator who also facilitated this module.  
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 The career counselling component. 
The career counselling component was facilitated weekly by the SAEP social worker and was 
presented in the careers class. Career counselling commenced by assisting students to 
develop a SMART action plan for the year and beyond. According to the social worker, the 
first six months of career counselling assisted students to prepare for and attend university 
open days. The career counselling course also assisted students with applying to various 
tertiary institutions and with bursary and financial aid applications. An amount of R500 was 
allocated to each student to spend on tertiary application fees and National Benchmark 
Tests (NBT).  
 
The basic computer skills component. 
The basic computer skills component was facilitated weekly in a two-hour session by the 
BYP coordinator at the SAEP computer lab. The material covered in the basic computer skills 
course was a standardised programme known as “Computers4Kids”. This programme aimed 
to equip students with the knowledge and skills to complete the International Computer 
Driver’s License (ICDL) qualification. Students were required to attend weekly lessons. 
Students had access to a computer for the purpose of the lesson which was facilitated by 
the computer skills facilitator who is also the BYP coordinator. According to the BYP 
manager, the 2014 BYP cohort of students were expected to complete the ICDL exam and 
receive a certificate of competence. The BYP pay for the ICDL examination fee. 
 
Aim of the 2014 Evaluation 
Analysis of the programme records and discussions with the programme staff revealed that 
the non-academic component of the BYP did not have a documented logic model and 
programme theory. Nor did it have a monitoring framework to track the programme 
performance. A monitoring framework can be a powerful management tool that 
organisations use to improve how they achieve their results (Kusek & Rist, 2004). 
 
Before an evaluator would be able to assess whether a programme was achieving its desired 
outcomes or was implemented as planned, it would be imperative to test the plausibility of 
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the programme logic and theory (Donaldson, 2007). A programme might be implemented 
with the highest degree of fidelity and strength but if the programme theory is flawed, it is 
highly unlikely that the programme will achieve its intended outcomes (Rossi, et al., 2004; 
Donaldson, 2007). 
 
The initial meeting with the SAEP director revealed that the stakeholders were interested in 
understanding whether the non-academic component of the BYP could realistically expect 
to achieve the intended outcomes. One way to evaluate this would be by assessing whether 
the programme logic was plausible, and incorporated best practice principles underlying 
other similar programmes. Thus a formative evaluation was considered appropriate in this 
case. The purpose of a formative evaluation is to produce information needed to either 
improve a programme or to validate the programme design and implementation (Rossi, et 
al., 2004). It prepares a programme for summative evaluations (Rossi et aI., 2004). Rossi et 
al. (2004, p.435), defines a summative evaluation as, “evaluation activities undertaken to 
render a summary judgement on certain critical aspects of the program[me]’s performance, 
for instance, to determine if specific goals and objectives were met”.  
 
A formative evaluation of the non-academic component of the BYP programme aimed to 
provide stakeholders with critical information on how best to achieve the intended 
outcomes of the programme. It would thus provide information on best practice principles 
underlying successful equivalent programmes are and enable the BYP staff to make 
improvements to their programme design and implementation. 
 
Through consultation with the SEAP director and the BYP manager, the aim of this formative 
evaluation was formulated as (1) to develop the programme theory of the non-academic 
component of the BYP, (2) to assess the plausibility of the programme theory supporting the 
non-academic component of the BYP, and (3) to develop an outcome monitoring framework 
for the non-academic component of the BYP.  
 
The following section presents the specific evaluation questions to be answered in the 
evaluation. 
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Evaluation Questions 
Programme theory evaluation questions. 
Programme theory is defined as the conceptual framework of how a programme intends to 
bring about the desired social benefits for its programme beneficiaries (Chen, 2005; Rossi et 
al., 2004). Ideally the programme theory elucidates what must be done to attain the desired 
results (Rossi et al., 2004; Donaldson, 2007; Oosthuizen & Louw, 2013) and therefore “is the 
foundation on which every programme rests” (Rossi et al., 2004, p.134). According to 
Bickman (1987, p.5), “program[me] theory is the construction of a plausible and sensible 
model of how a program[me] is supposed to work”. The non-academic component of the 
BYP programme theory was not explicitly documented. The first step in this evaluation 
therefore was to explicate the programme theory (Rossi, et. al., 2004; Chen, 2005; 
Donaldson, 2007). The following questions enabled assessment of the BYP’s non-academic 
programme theory and its plausibility. 
1. What are the underlying or implicit assumptions of the non-academic component 
of the BYP? 
2. Does evidence exist to support the non-academic programme assumptions?  
 
According to Rossi, et al. (2004) one method of assessing the plausibility of a programme 
theory is the use of a literature review. Due to the focus of evaluation question two and the 
assessment of the plausibility of non-academic programme theory, the findings and 
discussion of the literature review will be presented in the Results and Discussion chapter 
(refer Chapter 3). 
 
Monitoring framework for the non-academic component. 
There are growing pressures on organisations, globally, to be more responsive to the 
demands of internal and external stakeholders for good governance, accountability and 
transparency, greater development effectiveness, and delivery of tangible results (Kusek & 
Rist, 2004). Monitoring is defined as a process of consistently tracking and reporting on 
programme information regarding the inputs, activities, outputs, outcomes and impacts 
(Hatry, van Houten, Plantz & Greenways, 1996; Rossi, et al., 2004; UNAIDS, 2010). Hatry, et 
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al. (1996, p.1) defines inputs as “resources a program[me] uses to achieve program[me] 
objectives.” Activities are what a programme does with its inputs –the services it provides – 
to fulfil its mission (Hatry, et al., 1996, p.1).Outputs are defined as products of programme 
activities, such as the number of classes taught. A programme’s outputs should produce the 
desired outcomes for the programme’s participants (Hatry, et al., 1996, p.1). Outcomes are 
defined as the benefits experienced by participants during or after their involvement with a 
programme. Outcomes may relate to knowledge, skills, attitudes, values, behaviour, 
condition or status. For any given programme, there can be various levels of outcomes, with 
initial outcomes leading to longer-term outcomes (Hatry, et al., 1996, p.1). Longer-term 
outcomes are also referred to as impacts (Hatry, et al., 1996, p.1). Outcome monitoring is 
thus the routine tracking and reporting of the prioritised programme outcomes (United 
Nations Development Programme [UNDP], 2002; Rossi, et al., 2004). 
 
Routine monitoring provides information to programme staff and donors as to whether 
there is a change, or an improvement, in the prioritised outcomes. In order to understand 
whether changes in monitored outcomes were actually due to the programme and no other 
event, an evaluation is be conducted (Rossi, et al., 2004). The BYP programme staff 
therefore requested the development of an outcome monitoring framework to assist with 
their tracking and reporting process to their funders as well as for their own purposes. In 
this regard, a third evaluation question was used that facilitated the development of a 
monitoring framework for the non-academic component of the BYP. 
3. What indicators, measures and standards must be incorporated in the outcome 
monitoring framework of the programme? 
 
Chapter two provides a description of the method that was used to answer the three 
evaluation questions.   
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Chapter Two: Method 
This chapter discusses how the evaluation questions were answered and begins with a 
discussion of the design. 
 
Design 
This evaluation used both an exploratory and descriptive research approach. An exploratory 
approach was used to answer the first evaluation question: What are the underlying or 
implicit assumptions of the non-academic component of the Bridging Year Programme? 
Babbie & Mouton (1998, p.105) define exploratory research as “the attempt to develop an 
initial, rough understanding of some phenomena.” Thus the aim of evaluation question one 
was to explore how the non-academic component of the BYP led to the desired outcomes. 
In other words, it was to elicit the logic model underlying the non-academic component of 
the programme or to increase understanding - an important criterion of exploratory 
research (Babbie & Mouton, 1998).  
 
The two other evaluation questions were answered using a descriptive approach. These 
questions were: Does evidence exist to support the non-academic programme assumptions?  
What indicators, measures and standards must be incorporated in the outcome monitoring 
framework of the programme? According to Babbie and Mouton (1998, p.105), descriptive 
research is “the precise measurement and reporting of the characteristics of some 
population or phenomenon under study.” 
 
Data Providers 
Table 2 presents a summary of the number of potential data providers, the target sample, 
and the actual sample. Two of these data providers performed dual functions in the BYP - 
the programme coordinator and the community service coordinator were also non-
academic instructors.  
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Table 2 
Data Providers and Sample Size 
Data Providers Number of Possible Data 
Providers 
Target Sample Sample 
Achieved 
Programme Director 1 1 0 
Programme Manager 1 1 1 
Programme Coordinator 1 1 1 
Community Service Coordinator 1 1 1 
Non-Academic Facilitators 4 4 4 
 
Sampling strategy. 
Convenience sampling was used. A convenience sample, also known as a non-probability 
sample, is a sample drawn without any underlying probability-based selection method 
(Price, 2013). According to Anderson (2001), convenience sampling is a strategy where a 
sample is selected because it is convenient to use. The limitation of convenience sampling is 
findings cannot be generalised to a larger population (Anderson, 2001). This however did 
not affect the validity of this evaluation. Given the nature of the evaluation questions, the 
evaluator was only interested in drawing inferences about the non-academic component of 
the BYP and not to generalise the findings to similar programmes. Table 3 presents the key 
informants as data providers for each of the evaluation questions.  
 
Table 3 
Data Providers for Each Evaluation Question 
Evaluation Questions Data Providers 
Programme Theory Evaluation  
1. What are the underlying or implicit assumptions of the BYP’s 
non-academic component? 
 SAEP Director 
 BYP Manager 
 BYP Co-ordinator 
 Community Service Co-ordinator 
 Non-academic Teachers/ Facilitators 
2. Does evidence exist to support the non-academic programme 
assumptions? 
No data providers  
Monitoring framework  
3. What indicators, measures and standards need to be 
incorporated in the outcome monitoring framework? 
 BYP Manager 
 
Rationale for selected data providers. 
The rationale for selecting data providers for each evaluation question is presented below. 
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 Evaluation question 1: what are the underlying or implicit assumptions of the non-
academic component of the BYP? 
The SAEP director and BYP manager were included in the sample to answer this question as 
they are accountable for the success of the programme; and have the most sophisticated 
understanding of the non-academic programme component and its underlying assumptions. 
Both data providers also had a basic knowledge of evaluation terminology. 
 
The non-academic teachers/facilitators, BYP coordinator and community service 
coordinator were sampled because it was considered important to gauge these 
implementers’ understanding of what the goals were of the non-academic component of 
the BYP and how these were to be achieved. It is important for all stakeholders to have a 
common understanding of the programme objectives (Morgeson, De Rue & Karam, 2010). 
 
 Evaluation question 2: does evidence exist to support the non-academic 
programme assumptions? 
Due to the nature of this evaluation question, there were no key informants needed to 
provide data. Academic literature was used to answer it. 
 
Evaluation question 3: what indicators, measures and standards need to be 
incorporated in the outcome monitoring framework? 
The BYP manager was the only data provider for this evaluation question. As previously 
mentioned, the programme manager is accountable for the overall programme success. 
Unfortunately he was unable to participate in the data collection process.  
 
Materials 
Table 4 presents the programme records that were consulted and the data collection tools 
that were used to gather data for each evaluation question.  
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Table 4 
Programme Records and Data Collection Tools for Each Evaluation Question 
Evaluation Questions Programme 
Records 
Data Collection Tools 
Programme Theory Evaluation   
1. What are the underlying or implicit 
assumptions of the BYP’s non-academic 
component? 
 Funding Proposal 
 Curriculum 
 Timetable 
 
 Glossary of Terms (Appendix A) 
 Guiding Questions (Appendix B) 
2. Does evidence exist to support the non-
academic programme assumptions? 
Not Applicable  Academic Literature 
Monitoring framework   
3. What indicators, measures and standards 
need to be incorporated in the 
programme’s outcome monitoring 
framework? 
 Annual reports  Logic Model Structured 
Questions(in text, under the 
procedure for developing the 
monitoring framework) 
 
Programme records. 
The selection of programme records was guided by the evaluation questions and from 
information gathered during the initial information gathering meetings with the director, 
programme coordinator and the programme manager. Table 5 presents a list of the 
programme records that were consulted for this evaluation, with descriptions of the 
programme records and the relevant information that were extracted from the programme 
records. 
 
Table 5 
Programme Records, Content and Relevant Items for the Evaluation 
Programme Record Content Relevant Information 
Funding Proposal Basic information of the BYP on who were the target 
beneficiaries are, what the need was, the objectives 
and activities. An outline of the 2014 budget 
 Intended target 
beneficiaries 
 Programme objectives 
 Programme activities 
 Budget overview for 2014 
Curriculum A detailed outline of the learning outcomes to be 
covered throughout the year in each course of non-
academic programme 
 Non-academic 
programme activities to 
be covered for the year 
Timetable Outlines all the non-academic classes to be attended 
by the 2014 student cohort and the number of each 
class the student was required to attend weekly. 
 Number of non-academic 
classes to be attended 
weekly 
Annual Reports A detailed description of the various SAEP 
programmes and their achievements. 
 The BYP’s achievements in 
the previous years as a 
baseline indicator 
 
19 
 
Data Collection Procedure and Analysis 
Written permission to evaluate the non-academic component of the BYP was obtained from 
the SAEP director (refer to Appendix C). Ethical clearance was obtained from the University 
of Cape Town Ethics in Research Committee. 
 
 Evaluation question one: what are the underlying or implicit assumptions of the 
non-academic component of the BYP? 
The evaluator worked with stakeholders to make the implicit programme theory explicit 
using an adaptation of Donaldson’s (2007) six-step process as described below. 
 
Step one: engage relevant stakeholders. 
According to Donaldson (2007) the first step in identifying the implicit assumptions of a 
programme is to engage as many stakeholders as possible about the nature of the 
programme. Engaging relevant stakeholders throughout the evaluation process is key to 
ensuring the relevance, usefulness and credibility of the evaluation. (Preskill & Jones, 2009) 
 
As there was no documented programme theory of the non-academic component of the 
BYP the evaluator elicited this from the relevant stakeholders, who first needed to be 
identified.  
 
The evaluator considered four factors when identifying the relevant stakeholders for this 
process (Preskill & Jones, 2009). These factors were: (a) engaging those stakeholders who 
had extensive expertise regarding the BYP, (b) stakeholders who were able to represent 
diverse perspectives and experiences of the programme, (c) stakeholders who were 
responsible for the programme evaluation findings, and (d) the stakeholders who were in a 
position to ensure that the results of the evaluation would be utilised.  
 
Based on these four factors, the evaluator selected the following stakeholders: (a) the SAEP 
director, (b) the BYP manager, and (c) the programme implementers (non-academic 
facilitators). The director and manager were selected as they held expert knowledge of the 
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BYP and were also responsible and accountable for the evaluation findings. Additionally the 
director held a position of power to ensure the results of this evaluation were utilised. Since 
the programme director and manager were mostly removed from the daily operations of 
the programme, the programme implementers who were responsible for delivering the 
programme activities on a daily basis were also considered as relevant stakeholders. A 
diverse set of perspectives was thus assembled (Preskill & Jones, 2009). 
 
Once the relevant stakeholders had been identified, the process of eliciting the non-
academic programme theory could begin. Initial meetings were held with the programme 
manager and thereafter with the programme staff/implementers.  
 
The initial meeting of 90 minutes was held at the SAEP premises with the programme 
manager. The meeting aimed to elicit the programme theory for the non-academic 
component. Thereafter, an invitation was sent to non-academic programme staff (the 
facilitators, community service coordinator and the programme coordinator). The purpose 
of this meeting, that lasted two hours, was to elicit the programme theory as understood by 
the non-academic programme staff. Possible confidentiality concerns and the assurance of 
voluntary participation were addressed at the start of the meeting.  
 
Step two: develop a first draft. 
First meeting – the programme manager. 
The first meeting with the programme manager yielded a first draft of the logic model of the 
non-academic component of the BYP. Since the programme manager was familiar with 
evaluation terminology and logic models, an explanation on programme theory and logic 
modelling concepts was not needed. This meeting took a slightly different approach than 
what had been initially proposed: the programme manager had already developed a logic 
model for a funding proposal and brought it along to the meeting as a point of reference. 
Each component of the existing logic model was discussed in terms of its layout and 
whether a component on the existing logic model was an outcome or an output. The causal 
logic (also known as the theory of change), of the logic model was then discussed and 
changes were documented by the evaluator to incorporate into the first draft. 
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Second meeting – the programme teachers/facilitators. 
The second meeting with the four non-academic teachers/facilitators followed a different 
path as the programme teachers/facilitators were not as knowledgeable as the programme 
manager was about programme evaluation and logic modelling. Six flip-chart sheets were 
placed on a wall and labelled with one of the following concepts: inputs, activities, outputs, 
short-term outcomes, medium-term outcomes and long-term outcomes. A process of 
backward mapping was used (Donaldson, 2007). The reason for working backwards was it 
was easier for the participants to articulate what the programme aims were and then work 
backwards to the inputs needed to implement a programme that would lead to the desired 
outcomes.  
 
However, before the participants populated each component of the logic model the 
evaluator provided a definition and explanation, in layman’s terms, for each of its 
components. Appendix A provides a glossary of terms (Hatry, et al., 1996) that were used 
for this purpose. In line with Donaldson’s (2007) recommendation, this conversation was 
conducted in common everyday language as the programme staff were not necessarily 
familiar with evaluation terminology. The objective of this step was to create a first draft of 
a programme logic model based on the description of the participants, all of whom were the 
programme teachers/facilitators. 
 
The participants were asked to add the non-academic programme detail under each 
concept. After all the sheets had been populated, the evaluator explained that the links 
needed to be made between the various components in order to depict which aspect within 
a component led to the next (for eg. which activity logically leads to which output and which 
output logically leads to which short-term outcome). Once the participants understood 
what was expected of them, they began drawing the links as they understood the non-
academic component of the BYP to work.  
 
These two first meetings with programme manager and then with non-academic 
programme facilitators generated a first draft logic model. 
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Step three: present the first draft to stakeholders. 
After the initial meetings with the programme manager and the non-academic programme 
staff, the evaluator worked independently to analyse the logic models produced in each 
meeting. The evaluator highlighted the components of each of the models that were in 
agreement and where there were differences. The evaluator emailed the programme 
manager a copy of the model that showed the areas of agreement between the two models 
and the differences. The evaluator requested the programme manager to present the model 
to the programme staff who had participated in the modelling process. The purpose of this 
step was to gain consensus on which items to include in the model and which items to 
delete. Once consensus was found, the programme manager emailed the changes to the 
evaluator who was then able to illustrate a combined first draft logical model of the non-
academic component of the BYP. 
 
The evaluator reviewed the causal links of the model to ensure a logical flow of events 
(Donaldson, 2007). Once the combined first draft was developed, the evaluator emailed it to 
all those who participated in this process to ensure that all the participants had an 
opportunity to comment or change the draft logic model. The purpose of this process was to 
confirm the accuracy of the first draft (Donaldson, 2007).  
 
Step four: probe arrows for model specificity. 
During this step the evaluator worked independently and examined the nature of the 
programme theory in more detail. This was done by reviewing the conceptual linkages of 
the model (Donaldson, 2007). 
 
The three steps recommended by Hatry, et al (1996) were followed to explore the logical 
flow of events. The first step was to check whether the activities, programme outputs, 
short-term outcomes, medium-term outcomes and long-term outcomes logically related to 
each other. To check this, the evaluator considered the implied “If-Then” relationships. The 
second step was to determine whether these relationships reflected the logic of the non-
academic component. In other words, did it reflect the sequence of influences and changes 
that the programme inputs, activities and outputs were intended to bring about? The final 
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step was to determine whether the longer-term outcomes represented meaningful benefits 
and changes in status, condition or quality of life for the participants (Rossi, et al., 2003). 
The goal of this step was to finalise the logic model so that it could be used to develop the 
outcome monitoring framework.  
 
Step five: finalise the programme theory. 
The evaluator presented the final draft of the programme theory logic model to the 
participants for final approval (Donaldson, 2007). The final draft was emailed to all the 
stakeholders for their perusal and approval. Once consensus had been reached on the 
programme logic model of the non-academic component, the next phase assessed the 
plausibility of the model. 
 
Evaluation question two: does evidence exist to support the non-academic 
programme assumptions? 
Rossi et al. (2004) describes four approaches for assessing the plausibility of a programme 
theory. The first approach is to assess the programme theory in relation to identified social 
needs. The rationale for using this approach is that if a programme theory does not address 
the existing needs of the intended target beneficiaries in the most suitable manner the 
programme will be deemed ineffective regardless of programme fidelity.  
 
The second approach is to assess the logic and plausibility of the critical assumptions and 
expectations of the programme theory.  Rossi et al. (2004) identified six features for review: 
1. Are the programme goals and objectives well defined? 
2. Are the programme goals and objectives feasible? 
3. Is the theory of change reasonable? 
4. Are the service utilisation plan, service delivery plan, and the organisational support 
plan well defined and sufficient? 
5. Are the activities and functions of the programme well defined and sufficient? and 
6. Are the allocated resources adequate to implement the planned activities in order 
to achieve the desired outcomes? 
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The third approach is to assess the programme theory using direct observation of the actual 
programme. This enables the evaluator to assess the soundness of the programme theory 
description. This process differs from a process evaluation (Rossi et al., 2004).  
 
The fourth approach identified by Rossi et al., (2004) for assessing the plausibility of a 
programme theory is through comparison with research and practice, or a literature review. 
The idea of this approach is that the results of research on similar programmes will indicate 
the probability that a programme will be successful and will also highlight critical problem 
areas (Rossi et al., 2004). 
 
For the purposes of assessing the plausibility of the programme theory of the non-academic 
component of the BYP, the evaluator conducted a literature review presented in chapter 
three (results and discussion). The literature review aimed to establish what non-academic 
conditions should be in place for an effective tertiary preparation programme that could 
adequately prepare students, from poor socio-economic backgrounds, for success at tertiary 
level education. 
 
The literature review assessed whether the short and medium term outcomes could 
realistically lead to the desired long-term outcomes as intended in the logic model. The 
literature was also reviewed to gain an understanding of what programme activities should 
be implemented to bring about the desired outcomes. 
 
 Search parameters for the literature review. 
 First, a general web search collected information from programme websites that were 
similar to the BYP in order to establish common search terms whilst conducting the next 
phase of literature search. The following commonly known educational and social science 
databases were searched:  
 Education Resources Information Centre (ERIC) 
 ProQuest Educational Journals 
 Academic Search Premier 
 SocINDEX and  
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 Google Scholar 
 
The search focused specifically on full text, peer reviewed journals and for evaluations of 
similar programmes. The search terms highlighted in Table 6 were used. The conjunction 
“AND” was used to combine search words. The search was limited to the period 1990 – 
2014. The reference lists used in relevant articles were also used as another source for 
further exploration.  
 
Table 6 
The Search Terms for the Plausibility Assessment 
Topic Intervention Evaluation 
Pre-tertiary Program* Evaluation 
Pre-colleg* Programme Effect* 
Precollege Intervention - 
Tertiary AND transition Intervention* - 
“Tertiary access” Project - 
“Tertiary readiness” - - 
“Tertiary preparation” - - 
“College preparation” - - 
“College readiness” - - 
“Student engagement” - - 
“Service learning AND tertiary success” - - 
“Tertiary qualification AND 
employability” 
- - 
 
Evaluation question three: what indicators, measures and standards need to be 
incorporated in the outcome monitoring framework? 
Measuring of programme outcomes provides a learning loop that feeds information back 
into programmes on how they are doing (Hatry, et. al., 1996; Rossi, et. al., 2004; Kusek & 
Rist, 2004). Kusek and Rist’s (2004) approach was followed to incorporate only those steps 
needed to develop the monitoring framework for the non-academic component of the BYP. 
 
Once the logic model has been finalised the evaluator scheduled a meeting with the 
programme manager. The meeting was one hour in length and took place at the SAEP 
premises. The evaluator gave the programme manager a copy of the finalised logic model to 
guide the first step of the process. Figure 5 depicts the four step process that were followed 
to develop the outcome monitoring framework for the non-academic component of the 
BYP.  
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Figure 5. The 4-Step Model to Develop the Outcome Monitoring Framework 
 
Step 1: agreeing on key outcomes to be monitored. 
The purpose of this step was to agree on the key outcomes to be monitored. The evaluator 
used open-ended questions, shown in Table 7, to guide this process.  
 
Table 7 
Open-ended Questions to Agree on Key Outcomes to be Monitored 
Open-ended Questions 
 What is the purpose for wanting to monitor programme outcomes? 
- What are you hoping to use the results for? 
 Based on the explanation given, which outcomes would be most relevant, at this point in time for you 
to measure? 
 How certain are you that monitoring these specific outcomes will yield the information you are looking 
for? 
 
When devising a monitoring framework it is important to understand what success looks 
like before establishing how to measure it (Kusek & Rist, 2004). Indicators cannot be set 
before agreeing on the outcomes as it is the outcomes that will ultimately produce the 
benefits for the programme beneficiaries (Kusek & Rist, 2004). Thus the first step was to 
agree on what BYP outcomes to consider a priority for inclusion in the monitoring 
framework (Rossi, et al., 2004; Hatry, et al., 1996).  
 
According to Kusek and Rist (2004), when deciding on which outcomes to monitor it is 
important to identify the major concerns or problems of the target population. The next 
step is to translate those problems into positive outcome statements (Hatry, et al., 1996). In 
other words, the problems must be translated into solutions that in turn will be the 
intended outcomes for the target beneficiaries. From these identified outcomes, the 
prioritised outcomes can be monitored. 
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Different outcomes could be defined as a priority by different stakeholders for various 
reasons, so to ensure ownership and buy-in from the programme staff, the process was 
made as inclusive as possible (Kusek & Rist, 2004; Posavac & Carey, 2007; Preskill & Jones, 
2009). A meeting was requested with the programme manager and programme director as 
they are ultimately responsible for the programme success. The evaluator also requested 
that the invitation be extended to any other stakeholders who might be interested.  
 
At this point in the process the BYP logic model had been finalised and agreed upon. To 
support the programme manager to select the outcomes to be monitored, a copy of the 
finalised logic model was presented. Once the key outcomes for monitoring purposes were 
finalised, the measurable indicators for each of the outcomes had to be agreed. The 
evaluator also ensured that the measurable indicators reflected the literature findings of 
similar programme outcomes.  
 
Step 2: selecting key indicators and measures to monitor outcomes. 
Once the key outcomes had been selected the next challenge was to decide on one or more 
indicators that would signify how well the outcome was performing (Hatry, et al., 1996). 
According to Kusek & Rist, (2004, p. 66) programme stakeholders are able to assess the 
degree of programme success by monitoring outcome indicators. 
 
Developing and agreeing on the key indicators is considered a fundamental activity in 
building a monitoring framework as it drives the data collection procedures, analysis and 
reporting of each outcome (Kusek & Rist, 2004). Indicators should be constructed to meet 
specific needs and must be a direct reflection of the outcome in question (Kusek & Rist, 
2004; Hatry, et al., 1996; Patton, 2008). 
 
The evaluator worked closely with the programme manager to operationalise and define 
how best to monitor the outcomes that had been selected. The purpose in working closely 
with the programme manager during this step was to ensure that the indicators chosen 
were relevant and cost-effective.  
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During this step of the process the evaluator consulted the programme manager to extract 
the measurable indicators for each selected outcome, using the open-ended questions in 
Table 8. Each answer was again interrogated using the questions presented in Table 9 to 
refine the indicators.  
 
Table 8 
Open-ended Questions to Elicit Indicators for Each Outcome 
Open-ended Questions 
 Which characteristics would indicate to you whether the participants have achieved the desired 
outcomes you have selected in step 1? 
 How would you assess whether the BYP students have achieved the desired outcomes? 
 What does the outcome look like when it is achieved? 
 
Table 9 
Table Questions to Elicit Measures for Each Indicator 
Questions 
 Can we observe and measure this? 
 Does it tell us whether the outcome has been reached? 
 
Step 3 and step 4: establish baseline indicators and targets. 
The third step in the process of developing a monitoring framework was to establish 
baseline data for each of the indicators (Kusek & Rist, 2004; Hatry, et al., 1996). Baseline 
measures indicate the level of knowledge, skills or attitudes of the programme participants 
at the start of the programme before the intervention begins (Kusek & Rist, 2004).The 
baseline measures are the first critical measurements of an indicator, also known as a pre-
test. Baseline information is important in order to gauge how much change has taken place 
or how effective the programme has been towards achieving its outcomes (Patton, 2008).  
 
The general idea is that the actual level of outcome achievement is compared to the 
baseline data in order to assess how much change the programme participants have 
achieved (Patton, 2008). Thereafter the actual achieved level of the programme outcome 
can be assessed against the ideal level of change (the target). This comparison gives an 
understanding of how well the programme is doing in terms of meeting the desired level of 
the outcomes (Patton, 2008). 
 
29 
 
Kusek and Rist (2004), state that targets cannot be set without first establishing a baseline. 
Target setting is the final step in building the monitoring framework. Therefore once the 
baseline data is collected and analysed, realistic targets can be established for the 
programme (Kusek & Rist, 2004). Baseline data can be collected from various sources. The 
evaluator requested programme records in form of BYP Annual Reports.  
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Chapter Three: Results and Discussion 
This chapter discusses the results of each of the three evaluation questions.  
 
Evaluation Question One: What are the Underlying or Implicit Assumptions of the 
Non-Academic Component of the BYP? 
The findings for question one are presented in line with six-step process that was 
followed (Donaldson, 2007) as outlined in the method chapter.  
 
Step one: engage relevant stakeholders. 
First meeting – eliciting the programme theory of the BYP manager. 
During this meeting, it was found that the logic model that had been developed by the 
programme manager had more elements of a monitoring framework than a 
programme theory. The model did not clearly differentiate between outcomes and 
outputs. The evaluator worked in collaboration with the programme manager to 
disaggregate the outcomes from the outputs and the activities from the inputs to 
create a variable-oriented logic model. The programme activities, short-term, medium-
term and long-term outcomes elicited during this process are presented below. 
 
 Long-term outcome. 
The programme manager stated that the long-term outcome of the non-academic 
component of the BYP is expected to be achieved within 36 months to 48 months from 
the time the BYP learners begin their first year of tertiary education. The long-term 
outcome, which the programme manager agreed on, for the non-academic component 
of the BYP logic model, is as follows: 
 “Students graduate from their programme of study within the minimum 
required time”. 
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Medium-term outcomes. 
The programme manager stated that the medium-term outcomes of the non-academic 
component of the BYP are anticipated to be achieved within 12 months to 24 months 
from the time the learners start the BYP. The medium-term outcomes, for the non-
academic component of the BYP logic model, are presented below: 
 “Students are more confident at speaking before groups of peers”. 
 “Students develop help-seeking behaviours to succeed at tertiary [institutions] 
instead of acting passively”. 
 “Students have a greater understanding of the importance of social 
upliftment”. 
 “Students are more resilient”. 
 “Students have greater self-esteem”. 
 “Students have greater self-confidence”. 
 “Students display greater empathy towards one another”. 
 “Students display greater understanding towards one another”. 
 “Students support one another”. 
 
Short-term outcomes. 
The short-term outcomes of the non-academic component of the BYP are anticipated 
to be achieved within six to 12 months from the time the learners start the BYP. The 
short-term outcomes, for the non-academic component of the BYP logic model, are 
presented below: 
 “Students improve their levels of academic literacy.” 
 “Students can express their viewpoints.” 
 “Students are better able to articulate their understanding of a topic.” 
 “Students have an increased understanding of the academic demands of 
universities.” 
 “Students have improved revision strategies/techniques for exams.” 
 “Students make informed and educated decisions about their career paths.” 
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 “Students have an improved knowledge of the jobs they want after 
graduation.” 
 “Students have improved knowledge of how to search for jobs after 
graduation.” 
 “Students improve their levels of computer literacy.” 
 “Students acquire tools for dealing with emotional issues.” 
 “Students acquire tools for dealing with social issues.” 
 “Students acquire coping skills to manage stress.” 
 
Activities. 
The programme manager listed eight activities that the non-academic component of 
the BYP presented to the learners over the course of the programme. The activities 
that were agreed on by the programme manager to be included in the logic model are 
presented below: 
  “Academic literacy training”. 
 “Critical thinking.” 
 “Service learning.” 
 “Educational excursions.” 
 “Career advice and guidance.” 
 “Mentoring.” 
 “Computer literacy.” 
 “Psychosocial support.” 
 
The BYP manager arranged the programme activities, short-term, medium-term and 
long-term outcomes into a variable-oriented logic model which is presented in Figure 
6. Then the programme manager drew the links between different components of the 
logic model to build the causal logic model. As the programme manager explained the 
programme theory the evaluator identified three emerging assumptions:  
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1. “If students are better equipped to rewrite their matric final exam then they 
would achieve better matric results and then be admitted to a tertiary 
institution.” 
2. “If students draw on the non-academic skills which were taught to them in the 
non-academic component of the BYP, then learners will graduate within the 
minimum time period” (which is three years for a three-year degree 
programme and four years for an extended degree programme).  
3. “If learners graduate from tertiary education, then learners will have access to 
better paid jobs and can then develop a career for themselves.” 
The resulting programme logic was deemed satisfactory by the evaluator. 
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Figure 6. Variable-Oriented Logic Model of the Non-Academic Component of the BYP Extracted from the Programme Manager 
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Second meeting – eliciting the programme theory of the BYP implementers. 
During this step of the evaluation process it was found that the programme staff were 
very familiar with the non-academic programme and what it aimed to achieve. All the 
participants had the same understanding and no discrepancies were found in the 
information they presented. All the participants agreed with the information that was 
presented.  
 
Long-term outcomes/impact. 
The evaluator found that the programme staff could readily articulate what the long-
term outcomes of the non-academic component of the BYP were. The long-term 
outcomes that were elicited are as follows:  
1. “The students can complete their university studies within the required 
time period.” 
2. “The BYP graduates to graduate into successful careers so that they can 
help to support their families out of the cycle of poverty.” 
 
The long-term outcomes that the programme staff identified were similar to the goals 
that appeared in the ADT funding proposal as well as on the SAEP website. This 
highlighted that the participants were clear on what the non-academic component of 
the BYP set out to achieve. 
 
Short and medium term outcomes. 
The programme implementers struggled to differentiate the short-term outcomes 
from the medium-term outcomes of their programme. This appeared to be the most 
difficult part of the exercise. The evaluator listed all the outcomes as the participants 
called them out. These were then disaggregated into either short-term or medium-
term outcomes. The short- and medium-term outcomes, as articulated by the 
programme implementers, are presented below:  
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 Short-term outcomes: 
 “Improved coping strategies.” 
 “Improved time management skills.” 
 “Improved level of self-esteem.” 
 “Improved critical thinking skills.” 
 “Improved English language skills.” 
 “Cultural awareness.” 
 “Improved communication skills.” 
 “Awareness of the importance of community service.” 
 
Medium-term outcomes: 
 “Accountability for actions.” 
 “Improved level of student engagement.” 
 “Improved self-confidence.” 
 “Improved level of assertiveness.” 
 “Technologically skilled.” 
 “Culture of generosity.” 
 
 Activities. 
The programme implementers collectively agreed on the activities that constituted the 
non-academic component. This was found to be the easiest step of the process 
perhaps because the programme implementers were directly responsible for 
implementing these activities daily. The list of programme activities of the non-
academic component of the BYP for 2014 as given by the programme implementers is 
as follows: 
 Psychosocial Support (Counselling) 
 Mentoring 
 Educational Excursions 
 Career Counselling 
 Service Learning 
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 Touchstones 
 Computer Lab 
 Functional English 
 
 Conceptualising the programme implementers’ programme theory. 
While the participants were discussing their understanding of the programme theory 
the evaluator identified the underlying assumptions and common themes. From this 
discussion the following three assumptions emerged: 
1. “If the learners are better prepared to rewrite their final matric exams then 
they will achieve better final matric results and then gain access to university”. 
2. “If the learners are better prepared to cope with the academic demands of 
university then they will successfully complete their tertiary studies within the 
recommended period.” 
3. “If the students graduate from university then they will have opportunities to 
build careers and they can support their families”. 
 
Figure 7 presents the variable-oriented logic model of the non-academic component of 
the BYP as developed by the programme staff. It did not have a logical flow in that its 
links were not all logical and sequential. 
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Figure 7. Variable-Oriented Logic Model of the Non-Academic Component of the BYP Extracted from the Programme Staff 
.
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Step two and three: develop and present a single first draft logic model. 
The common logic model integrated the logic model of the programme manager with 
that of the programme implementers. As a starting point, the evaluator reviewed the 
logic models of both groups. For this analysis the programme manager was referred to 
as group A and the programme implementers as group B. The evaluator first identified 
the common outcomes between group A and group B and then those outcomes that 
were unique to group A and group B. The findings of this exercise are represented in 
Figure 8 overleaf. 
 
Figure 8 was shared with the programme manager in order to identify whether all the 
outcomes that were identified in both meetings were to be included in the final draft 
or if there are any outcomes that should be removed. The conclusion was that all of 
the common outcomes must be included in the final logic model as well as the 
outcomes that were unique to the logic model developed by the programme manager. 
The outcomes that were unique to the programme implementers were edited as 
follows: (a) assertive behaviour was replaced with self-confidence at the request of the 
programme manager, (b) accountable for actions was removed, and (c) improved level 
of student engagement was also deleted, as the programme manager felt that 
outcomes (a) and (b) were beyond the scope of the non-academic component of the 
BYP.  
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Figure 8. The Outcomes Identified by the Programme Implementers and Programme Manager 
Revealing Areas of Overlap 
 
 Step four: probe arrows for model specificity. 
Hatry, et al’s. (1996) three steps were used to unpack the logical flow of the model. 
The first step was to walk through the implied “If-Then” relationships. In some 
instances the evaluator noted that the short-term outcomes did not logically connect 
to the medium-term outcomes. 
 
The second step of this process determined whether the relationships reflected the 
logic of the non-academic component. The evaluator concluded that there were other 
important short-term outcomes that should be added to the logic model to strengthen 
the transition from short- to medium-term outcomes.  
 
Programme Manager
-Understand academic demands 
of universities 
-Improved revision strategies for 
exams
-Informed career decisions
-Knowledge of the jobs they want 
and how to search for them after 
graduation
-Empathy, respect and support 
towards one another
Common Outcomes
-Coping Strategies
-Self-Esteem and Self-Confidence
-Critical Thinking Skills
-Computer Skills
-Communication skills
-English Language Skills
-Skills to be Academically 
Resourceful
-Civic Responsibility
Programme Implementers
-Time Management Skills
-Accountable for Actions
-Improved Level of Student 
Engagement
-Cultural Awareness
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The third step of this process was to determine whether the longer-term outcomes 
represented meaningful benefits and changes in status or conditions. This step 
revealed that the long-term outcomes identified were indeed meaningful benefits in 
that they could improve the quality of life of the BYP students (Letseka, 2009). This 
process constituted a preliminary assessment of the programme theory. It was 
supplemented by an in-depth analysis of plausibility as part of evaluation question 
two. 
 
 Step five: finalise logic model. 
The programme manager informed the evaluator that the first draft was shared with 
the participants during their weekly meeting. All participants had agreed with the logic 
model presented and therefore the evaluator was able to use the first draft as the final 
programme theory which could then be assessed for plausibility. The finalised logic 
model is presented in Figure 9. A plausibility check was conducted on this logic model 
in answer to evaluation question two. 
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Figure 9. Final, Combined Variable-Oriented Logic Model Developed by the Programme Manager and Staff 
 
43 
 
Evaluation Question Two: Does Evidence Exist to Support the Non-Academic Programme 
Assumptions? 
A literature review facilitated identification of the conditions necessary for an effective 
tertiary preparation programme to adequately prepare students from a poor socio-
economic background for success at tertiary education level. The evaluation assessed 
whether these conditions were present in the non-academic component of the BYP. 
 
 Literature search findings. 
The literature search initially focused on finding evaluations of similar programmes to the 
BYP within the South Africa context. A number of current tertiary preparation programmes 
or post-secondary programmes were identified that were similar to the BYP. Although these 
programmes reported positive outcomes, programme evaluations were not readily 
available. Those programmes apparently without programme evaluations were: (a) Go to 
University to Succeed (GUTS) presented by the University of the Witwatersrand in 
Johannesburg, (b) the Targeting Talent and the Talent Development Programme (TTP/TDP) 
implemented by the University of the Witwatersrand in Johannesburg, (c) the Science 
Foundation Programme at the University of Kwazulu Natal and (d) the University of Cape 
Town (UCT) Humanities Extended Degree Programme. The references to access more 
information about these individual programmes are presented in Appendix D. 
 
The evaluator was only able to source two published evaluations within the South African 
context, which are presented here. These were (a) the evaluation of the IkamvaYouth 
programme (Spaull, Burger, Burger, van der Berg, van Wyk & Dzivakwi, 2011), and (b) the 
evaluation of Advancement Programme at the University of Port Elizabeth (Wood & Olivier, 
2004). Due to the limited number of evaluations within the South African context, 
documented evaluations of similar programmes implemented in other countries were used. 
Foreign tertiary preparation programmes similar to the non-academic component of the 
BYP are commonly known as pre-college outreach programmes or pre-college preparation 
programmes. 
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 Literature review. 
The literature revealed that most tertiary preparation programmes focus on enhancing the 
competencies of students both academically and non-academically. Only findings relevant 
to the non-academic aspects of these evaluations are presented and discussed. 
 
The programme evaluations presented advocates multi-programme approaches where the 
students are enriched holistically with academic and non-academic assistance. The full 
programme offered by the BYP was in line with this philosophy as it assisted students to 
improve their grade 12 results in order to gain access to tertiary education, while also 
teaching them life skills to prepare them for success with their tertiary education. This 
intention is captured by the Department of Education (1996, p. 17), where it was stated that 
“students with well-developed academic and life skills will be less likely to fail and have to 
repeat courses”.  
 
The literature review is divided into four parts. The first part describes the published 
evaluations of programmes that were similar to that of the non-academic component of the 
BYP.  
 
The second part of the literature review presents those outcomes that were linked to 
successful programmes and the activities that contributed to the achievement of those 
outcomes. An assessment is then presented on whether the BYP incorporated similar 
outcomes and activities in their logic model. 
 
Part three presents the conditions that contributed to the achievement of outcomes 
identified in part two. An assessment is made of whether these conditions were in place in 
the non-academic component of the BYP. This enabled a revised recommended logic model 
based on the findings of part two and three of the literature review. 
 
The final part of the literature review assessed the activities of the revised logic model in 
relation to the Theory of Planned Behaviour (TPB) (Ajzen, 1991). The rationale for engaging 
in this process was to assess whether the activities of the revised non-academic component 
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of the BYP were able to modify the behaviours of the BYP students needed for success at 
tertiary education.  
 
 Part 1: overview and description of the evaluation reports. 
A total of seven evaluation reports were used to inform the literature review. They were 
categorised under three headings namely: (1) programmes that assisted students to gain 
access to tertiary education, (2) programmes that prepared students who had already 
gained access to succeed at their tertiary studies and (3) programmes that assisted students 
before gaining access to both do so and succeed at tertiary education. The BYP would fall 
into (3) as it aimed to assist post grade 12 learners from poor socio-economic backgrounds, 
to gain access to and succeed at tertiary education.  
 
 Evaluation report of a programme that assists with access to tertiary education. 
An evaluation was conducted on the IkamvaYouth programme by the Department of 
Economics at the University of Stellenbosch in 2011. The evaluation aimed to assess the 
short-term and longer-term outcomes of the programme, to investigate the key success 
factors of the model, and to assess the whether the programme could be scaled-up to reach 
a bigger target audience (Spaull, et al., 2011). 
 
IkamvaYouth is a non-profit organisation that aims to “equip children from disadvantaged 
communities with the knowledge, skills, networks and resources to access tertiary 
education and/or employment opportunities once they matriculate” 
(http://Ikamvayouth.org). Students enrol with IkamvaYouth from grade nine. However 
programme success is measured by the number of Grade 12 learners who gain entry to 
institutions or employment-based learning opportunities once they matriculate 
(http://Ikamvayouth.org). 
 
IkamvaYouth offers various activities to their learners in the afternoons after school, on 
Saturday mornings and during school holidays. The following activities are offered to the 
registered students: (a) Tutoring and homework sessions, (b) career guidance, (c) 
mentoring, (d) computer literacy, (e) a media, image and expression programme to create 
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opportunities for learners to express themselves creatively and build self-esteem and (f) 
health and leadership programmes. 
 
A lack of baseline information and the challenge of finding a comparison group limited the 
ability of the evaluators to conduct an impact evaluation (Spaull, et al., 2012). Results 
showed that IkamvaYouth students had outperformed other students in their final matric 
results (both their classmates and nationally) by a considerable margin, including those from 
similar backgrounds. It was however not possible that the results achieved were solely 
attributable to the IkamvaYouth programme (Spaull, et al., 2012).  
 
The grade 12 passes achieved by the 2011 IkamvaYouth students were compared against 
national statistics and the statistics of the IkamvaYouth feeder schools. It was found that 
72% of the IkamvaYouth students received either a diploma pass or a bachelor’s pass, 
compared to 53% nationally and 36% at the IkamvaYouth feeder schools (Spaull, et al., 
2012). These findings reflect what the IkamvaYouth programme achieved More 
IkamvaYouth students were able to access tertiary education compared to the national 
figures and the IkamvaYouth feeder schools. 
 
The second evaluation presented is a meta-analysis conducted by Gullatt and Jan (2003). 
Their analysis presented the evaluation findings of four college outreach programmes in the 
USA. The college outreach programmes sought to prepare students from poor socio-
economic backgrounds to gain access to college (Gullatt & Jan, 2003). The evaluations of the 
four programmes presented in the meta-analysis used randomised controlled trials (RCT) 
with comparison groups and therefore effectiveness assessments could be conducted.  
 
The meta-analysis findings revealed that (1) students who received counselling were 
considerably more likely to attend college and complete their first year of studies, (2) there 
were lower dropout rates compared to students from similar backgrounds, (3) the 
programmes that intervened earlier and provided personalised assistance, coupled with 
prospects of scholarship, improved student behaviour in enrolment and retention in tertiary 
education and (4) students who had contact with their mentors at least once a week did 
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significantly better in terms of their tenth grade academic results, their 11th grade academic 
results, first year college attendance and college retention. 
 
Evaluation reports of programmes that assist with success at tertiary education. 
The third evaluation presented is the Advancement Programme (AP) offered at the 
University of Port Elizabeth (UPE). The University of Port Elizabeth Advancement 
Programme (UPEAP) is a one year, full time course for foundation students at UPE. Students 
register for some of their first year major subjects and also participate in the advancement 
programme. UPEAP focus is on increasing students’ belief in their abilities to reach their 
goals and providing the necessary support. Students meet with the same facilitator twice a 
week, in groups of 15. The facilitator also acts as a mentor for the students. The module 
comprises of four components, namely (a) academic and life skills, (b) mentoring, (c) peer 
support and (c) experiential learning methods through the use of portfolios which 
encourages reflection and introspection by students (Wood & Olivier, 2004). 
 
The academic and life skills module is designed to increase the self-efficacy of students so 
that they can approach their studies with increased confidence, a positive attitude, and the 
belief that they can succeed (Wood & Olivier, 2004).The underlying assumption of this 
programme is that if students acquire the necessary social and academic skills and improve 
their sense of self-efficacy they will be more successful at completing their tertiary studies 
(Wood & Olivier, 2004).A preliminary qualitative evaluation was conducted on UPEAP 
(Wood & Olivier, 2004). It indicated, through self-reported questionnaires, that the 
programme did increase the self-efficacy of its students. Based on this finding, the 
assumption was that the students who participated in UPEAP had an increased chance of 
succeeding at tertiary education. 
 
The fourth evaluation presented is the International Baccalaureate (IB) programme which is 
a rigorous two year programme for students aged between 16 and 19 (Conley, McGaughy, 
Davis-Molin, Farkas & Fukuda, 2014). It is a comprehensive programme that is designed to 
prepare students both academically and non-academically for success in tertiary level 
education (Conley, et al., 2014). 
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An evaluation of IB was conducted to explore the impact of the IB diploma programme on 
college readiness. It examined the academic and non-academic preparation of students who 
participated in the IB diploma programme in high school. The evaluation used a mixed 
methods approach to data collection and analysis. The evaluation consisted of an 
intervention group (referred to as the IB/Honours students in the evaluation) and a 
comparison group (referred to as the non-IB/Honours students) (Conley, et al., 2014). The 
IB/Honours students participated in the IB programme at high school whereas the non-
IB/Honours students did not. 
 
The study collected college readiness information from these two groups of students who 
matriculated and gained access to the Robert D. Clark Honours College at the University of 
Oregon in the USA. The study examined both IB/Honours and Non-IB/Honours students’ 
levels of academic, social, and emotional adjustment and investigated the degree to which 
the IB Diploma Programme facilitated preparation for the transition from high school to 
college (Conley, et al., 2014, p. 1).  
 
The evaluation found that there was no significant difference between the IB/Honours 
students and the non-IB/Honours students. The reason for this could be that in order to gain 
access to an Honours class the students need to display a well-developed level of academic 
and non-academic skills. The two groups might well have been equally prepared for the 
programme. Hence, if the current IB/Honours students had not participated in the IB 
Diploma programme then perhaps some of them would not have been accepted into the 
Robert D. Clark Honours College at the University of Oregon. Overall, this study suggests 
that the IB diploma programme could be helpful in understanding how to better promote 
critical academic and non-academic skills that could lead to improved tertiary preparation 
(Conley, et al., 2014). 
 
The fifth evaluation presented is the on the academic and life skills programme offered to 
first year students at the Hormozgan University in Iran (Fallahchai, 2012). The evaluation 
sought to assess the effectiveness of the academic and life skills programme on academic 
achievement for first year students, with particular interest on those from a disadvantaged 
background (Fallahchai, 2012). The research used a quasi-experimental design; a pre-test, 
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post-test design with a control group (Fallahchai, 2012). The sample consisted of 170 first 
year students, from the 2010 student cohort, who were randomly selected and stratified 
based on age, gender and faculty. Participants were then assigned to either the intervention 
group or the control group.  
 
The intervention group attended a 10 week programme of academic and life skills training. 
This programme consisted of an introduction to the related educational program, principles 
of reading and learning methods, note-taking techniques, memory recollection at exams, 
cognitive self-conscious acquisition, anger management skills, stress coping strategies, 
decision making and problem solving, communication skills, creative and critical thinking. 
The intervention group were trained in sessions of 90 to 120 minutes 
 
The intervention group participants were found to have achieved significantly higher scores 
in life skills and academic achievement compared to the control group (Fallahchai, 2012). 
There was no significant difference observed between the male and female intervention 
group participants in terms of their academic achievement. The study found that by 
providing an academic and life skills programme to first year students would significantly 
improve their chances of academic success (Fallahchai, 2012).  
 
The sixth evaluation presented is the Learn and Serve America, Higher Education 
programme, which is a service learning programme presented at participating tertiary 
institutions. The underlying assumption of the programme is that “participation in service-
learning has significant positive effects on student development, especially in the areas of 
civic and social responsibility, understanding of social problems, personal development 
(leadership, for example), self-confidence and critical thinking” (Gray, Ondaatje, Fricker & 
Geschwind, 2010). The evaluation used a mixed methods approach to data collection and 
analysis over a three-year period with 1300 students from 28 institutions (Gray, et al., 
2010).  
 
The evaluation focused specifically on course based service learning among colleges and 
universities. The intervention group consisted of 725 students enrolled in a service learning 
course during spring 1997. The control group comprised 597 students enrolled in a similar 
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course at the same time, but one that did not involve service learning (Gray, et al., 2010). At 
the end of the course, only 41% of the students responded to the survey and no significant 
differences were found between the two groups (Gray, et al., 2010).  
 
The evaluation found that participation in a service-learning course had only minimal effects 
on students' civic participation and life skills, and no effects on their academic and career 
development. There were no negative effects due to participation in the service-learning 
course, and there was no evidence that service-learning courses are more demanding than 
non-service courses (Gray, et al., 2010). However, it was found that there was no 
consistency in the implementation of the programme. It was also found that the lecturers 
who incorporated the students’ service learning experiences into the course content found 
a higher level of student satisfaction and self-reported improvements in self-esteem and 
learning (Gray, et al., 2010). This highlights the possible positive impacts of experiential 
learning.  
 
Evaluation reports of programmes that assist with access to and success at tertiary 
education. 
The seventh evaluation presented is a meta-analysis conducted by Schultz and Meuller 
(2006) based on analysis of 20 programme evaluations. These 20 programme evaluations 
assessed the effectiveness of pre-college outreach programmes in USA. The meta-analysis 
only included evaluations of programmes that were able to provide evidence for 
effectiveness (Schultz & Meuller, 2006). 
 
The programmes included in this meta-analysis offered pre-college assistance to students, 
particularly from disadvantaged backgrounds. The programmes offered academic and social 
support to students that would assist with gaining access to and succeeding at their college 
studies (Schultz & Meuller, 2006).  
 
The meta-analysis found that (1) students who participated in the programmes were 
significantly more likely to enrol in public and private colleges, (2) lower college dropout 
rates in comparison to income-eligible non-participation students, (3) students were more 
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than twice as likely to have received degrees and (4) longer participation and program 
completion were associated with better outcomes (Schultz & Meuller, 2006). 
 
 Part 2: Outcomes associated with programme success. 
A literature search revealed ten outcomes that were likely to lead to the intended long-term 
outcomes for tertiary preparation programmes. These outcomes are presented as key 
themes namely: (a) students cope with academic demands, (b) students are pleased with 
their career choice, (c) students form a supportive network, (d) students are confident 
individuals and have high levels of self-esteem, (e) students are culturally competent, (f) 
students are academically resourceful and efficacious, (g) students are effective 
communicators, (h) students are critical thinkers (i) students are civically responsible and (j) 
students are employable. The discussion of each theme presents the rationale for its 
inclusion, relevant literature about the theme, and whether the non-academic component 
of the BYP incorporated that particular theme into their programme theory. If the non-
academic component of the BYP did not incorporate a particular theme, a recommendation 
is provided as to possible ways it could be. The key themes are presented below. 
 
Students cope with academic demands. 
Considering the high drop-out rate at tertiary education, particularly amongst students from 
a poor socio-economic background (Letseka, 2009) there are many reasons why students 
are not completing their tertiary studies. Researchers have indicated that one of those 
reasons is that students lack certain skills that will help them cope with the demands of 
tertiary education (Lindhard & Dhlamini, 1990). 
 
In an evaluation conducted on the IB Diploma Programme to examine student readiness for 
tertiary education (Conley, et al., 2014), it was found that the most critical skills needed to 
cope with academic demands were time management, problem solving and strong reading 
skills. In addition to these three critical skills, other key skills identified are organisational 
skills (Wood & Olivier 2004; Spaull, et al., 2012), studying techniques (Wood & Olivier 2004), 
revision strategies (Wood & Olivier 2004) and help-seeking behaviours (Wood & Olivier 
2004). 
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As in the IkamvaYouth, UPEAP and IB Diploma programmes, the BYP incorporated basic 
study skills techniques in its programme activities, such as time management, revision 
strategies and note taking (Schultz & Meuller, 2006). However, it has been found that the 
ability to cope with academic demands is also about academic self-efficacy (Chemer, Hu & 
Garcia, 2001) and academic resourcefulness (Zausniewski & Bekhet, 2011).  
 
The transition from high school to tertiary education can be a very stressful period in a 
young person’s life as tertiary studies require a higher level of independence and maturity 
(Chemer, et al., 2001). These researchers theorised that people will be more successful in 
overcoming challenging life transitions if their belief in their ability to succeed (self-efficacy) 
is high. Bandura (1997, p. 3) described self-efficacy as "the belief in one's capabilities to 
organize and execute courses of action required to produce given attainments". In academic 
settings, self-efficacy has been associated with the ability to persist in the face of challenges 
which in turn is related to success (Schunk, 1981; Wood & Olivier, 2004). It has been found 
that self-efficacy (Chemer, et al., 2001) and academic resourcefulness (Zausniewski & 
Bekhet, 2011) are related to more effective problem-solving and decision-making strategies, 
more efficient methods to planning and managing resources and personal goal-setting 
behaviour (Fallahchai, 2012). 
 
A study conducted by Majer (2009) on self-efficacy and academic success among first 
generation tertiary students in Chicago found a significant positive relationship between 
levels of academic self-efficacy and students’ year end results.  
 
South African students from poor socio-economic backgrounds are also generally first 
generation tertiary students, including the majority of students attending the BYP. This 
implies that if the BYP planned to strengthen the level of academic self-efficacy and 
academic resourcefulness of their students, they would be better prepared to cope with the 
academic demands of tertiary education. Academic resourcefulness and academic self-
efficacy are best taught with experiential learning (Wood & Olivier, 2004).  
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Students are pleased with their career choice. 
Selecting the correct programme to study is a vital determinant of students’ tertiary success 
(Morrison, Brand & Cilliers, 2006; Jones, et al., 2008). For students to follow a preferred field 
of study at a tertiary institution they need to select the appropriate subjects at school 
(Jones, et al., 2008). In the South African schooling system students are required to make 
their subject choices at the start of grade ten. These subjects must be followed through up 
until they matriculate at the end of grade 12 (Bholanath, 2004).  
 
Students from poor socio-economic schools often have limited access to career guidance 
and are therefore forced to make course decisions with very little information (Jones, et al., 
2008). As a result of a mismatch between course selection and student expectations or 
interests, many students drop out of university (Gullatt & Jan, 2003; Schultz & Meuller, 
2006; Bangser, 2008; Jones, et al., 2008; Spaull, et al., 2012). Jones, et al., (2008) highlight 
that career guidance would increase throughput rates, and avoid the unnecessary sense of 
personal failure that students experience when they make the wrong career choice.  
 
It is highly possible that many BYP students received poor career guidance whilst still at 
school. It could therefore be assumed when they commenced BYP course, they would not 
have clear or realistic expectations of the careers they could pursue. As with the 
IkamvaYouth programme and the two the meta-analyses, the evaluator recommends that 
the non-academic component of the BYP incorporates career counselling as a key 
component of their service delivery to their students. Furthermore, career counselling could 
incorporate a psychometric assessment tool to help students make realistic choices suiting 
their interests, abilities, and personalities. This would also assist with their retention at 
tertiary education and increase their chances of tertiary success. 
 
Students form a supportive network. 
Peer support has been found to contribute to the effectiveness of tertiary preparation 
programmes (Ross, 2007). Students relate better to other students of similar age, 
background and experiences as themselves than they do to mentors who are usually much 
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older and therefore do not always understand student’s needs and frustrations (Gullatt & 
Jan, 2003). 
 
In this regard, Ross (2007) conducted a study on a cohort of students on a scholarship 
scheme for rural students in South Africa. Perceptions of graduates with regard to the 
factors leading to their success at university/technical college were determined. The 
graduates highlighted that the key reason for their success at university/technical college 
had been due to the high level of support received. This support was twofold, firstly the 
personal contact provided by the main programme mentor and secondly the mutual 
support amongst the programme students  
 
The UPEAP evaluation found that peer mentors are an important and credible source of 
information to the students in terms of role modelling those behaviours that lead to success 
(Wood & Olivier, 2004). Peer mentors should be selected based on their academic and social 
competence (Wood & Olivier, 2004). Peer mentors are students of similar age and ethnicity 
but a year or two academically ahead of the mentees. For example if the mentee is a first 
year student then the peer mentor will be a second or third year student (Monroe, 2002).  
 
The studies presented here highlighted two forms of peer support, one where a cohort of 
students from the same community provided a support structure to one another during 
their tertiary studies (Ross, 2007). The other form of peer support was through a peer 
mentoring programme (Wood & Olivier, 2004).  
 
The evaluator thus recommends that for BYP graduates entering into tertiary education, the 
BYP staff create a platform for meeting regularly to provide support to one another. This 
support could be through sharing experiences and challenges they have had to overcome 
while pursuing their tertiary studies or are currently experiencing. Such support sessions 
would provide a form of psychosocial support to the students where, through personal 
experiences, they could share important information with each another. 
 
The BYP could thus offer both a mentoring component, where the BYP staff continues 
mentoring current students, and also offer a peer mentoring component. . 
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Students are confident individuals and have high levels of self-esteem. 
Ciaccio (1998) fond that a major source of academic failure is students’ lack of confidence in 
their ability to succeed. Central to most research on access and retention at tertiary 
institutions among students from poor socio-economic backgrounds is a general sense of 
low self-esteem and a lack of confidence to succeed (Martin, 2002; Lotkowski, Robbins & 
Noeth, 2004; Jones, et al., 2008;). DuBois, Holloway, Valentine and Cooper (2002) used 
meta-analysis to review 55 evaluations of mentor programmes and found that mentoring 
programmes had a significantly positive influence on youth development. 
 
Martin (2002) found that the most effective means of building self-esteem and confidence 
of students was through psychosocial support and mentoring. Research has shown that 
mentors play a key supportive role in helping students overcome obstacles to enrol in 
tertiary institutions (Ross, 2007). Mentors are also referred to as role models (Freedman, 
1993). 
 
Mentoring can aid the following outcomes for students from disadvantaged backgrounds: 
students learning to be more responsible individuals, the mentor acts as a positive role 
model, the students are supported and guided, it gives the students an opportunity to build 
positive relationships, and it develops greater self-esteem (Gwam & Vawda, 2005). 
 
The meta-analysis of 20 programme evaluations by Schultz and Mueller (2006) reported 
that 80% of the programmes included in their analysis had a mentoring component. The 
four programme evaluations included in the meta-analysis by Gullatt and Jan (2003) all 
reported mentoring as a critical component of their programmes. The evaluation of the UPE 
Advancement Programmes also indicated that they were able to build students’ confidence 
through their mentoring component (Wood & Olivier, 2004).  
 
According to Guetzloe (1997), mentoring programs have a number of elements in common, 
the most important being the establishment of a positive relationship between an older 
individual, usually a volunteer, and a younger person in need of guidance or support. 
According to Saito and Blyth (cited in Guetzloe, 1997), the most successful mentoring 
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programs have incorporated the following elements to ensure the mentors bring about the 
desired outcomes: 
 appropriate screening, matching (student and mentor), and training,  
 adequate structure for communication and support for mentors (provided by 
programme staff), and 
 opportunities for programme-supported social activities for mentors and youth. 
 
The BYP incorporates a mentoring component. However, the programme has not been 
clearly defined in past years and finding volunteer mentors had been a constant struggle so 
this component had been neglected. During 2014 a more concerted effort was made to 
provide this service to their students. The BYP staff took on the role as mentors for the 
students. Due to the limited number of staff compared to the number of students no 
matching process took place. The mentors had one information session but no formal 
training was provided.  
  
The evaluator therefore recommends that if the BYP students would like the potential 
benefits of having a mentor, a more stringent process in terms of matching and training is 
required. The BYP foresaw having the same challenge of finding volunteer mentors for 2015. 
However, the programme manager indicated that one of the expectations placed on future 
BYP graduates is that they return as volunteer mentors during their second year or higher 
level of tertiary studies.  
 
Students are culturally competent. 
Loo and Rolinson (1986) found that students from poor socio-economic communities in the 
USA, where interactions with other races and cultural groups were almost non-existent, had 
considerable difficulty fitting into university culture. This has also been found in Ghana 
where children from more affluent metropolitan families had a five times greater chance for 
success than children from rural communities (Huysamen, 1996). The impact of these 
influences on the potential for success of black students in South Africa is no different 
(Stephen, Welman & Jordaan, 2004). Research found that the more the individual was able 
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to fit in with his/her surroundings, or the university culture, the greater the potential for 
success (Pascarella, Terenzini & Wolfle, 1986; Spaull, et al., 2012), 
 
The BYP understood the need for their students to be comfortable and confident in 
interacting with people from different races and cultures thus it stated that one of their 
outcomes was to ensure that their students were aware of different cultures. If BYP 
students were not confident and comfortable in interacting with people from different 
cultures, they would find it difficult to seek help from peers and lecturers which in turn 
could affect their academic success. It is therefore recommended that the BYP implement 
activities in the programme that would lead to achieving this outcome. 
 
Students are effective communicators. 
A study conducted by Stephen, et al. (2004) assessed whether English language proficiency 
impacted on academic success of first-year Black and Indian students at a South African 
tertiary institution. Students enrolled at a tertiary institution between 1996 and 2002 were 
included in the study. It was found that English language proficiency was significantly 
associated with academic success. An evaluation conducted on the IkamvaYouth 
programme (Spaull, et al., 2012) highlighted the importance of speaking English at tertiary 
level education. This is highlighted by the following responses during an interview 
conducted with post-IkamvaYouth students: 
“If you can’t speak English well enough, you struggle to understand the classes.” 
“It's the language, and then we distance ourselves from the other people who can
 help us with some things because they don't speak like us.” 
“I understand English but academic English at university is confusing. It's also
 difficult to keep track of all the different types of communication on notice
 boards and email notices.” 
“English was a problem and I always had to work harder to know what was
 going on.” 
 
The BYP students have a similar demographic profile as the students recruited by the 
IkamvaYouth programme. It is therefore assumed that the BYP students would face similar 
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challenges with the English language as noted above. For most black students, English is 
either their second or third language (Stephen, et al., 2004). This highlights a skills gap that 
is very likely to affect student progression at tertiary education. BYP’s incorporation of 
English language skills including reading, writing and spelling should be expanded to include 
academic English skills required at tertiary level education.  
 
Students are critical thinkers. 
The availability of information from multiple sources requires understanding the context in 
which the information has been written and how credible the information is. This requires 
the skill of making critical decisions about the information accessed (Fisher, 2001). Critical 
thinking skills for academic purposes can be extended to students’ daily lives as well 
(Karbalei, 2012).  
 
Tsui (2002, p. 743) defines critical thinking as “students’ abilities to identify issues and 
assumptions, recognize important relationships, make correct inferences, evaluate evidence 
or authority, and deduce conclusions.” Critical thinking is therefore an important skill to 
have at tertiary level education in order to engage with the learning material effectively 
(Karbalei, 2012). Secondary education however, does not always teach this skill effectively 
to students, as there is greater emphasis on rote memorisation and recall rather than critical 
engagement with the material (Sternberg, 2003).  
 
The importance of teaching critical thinking was reinforced by four tertiary preparation 
programme evaluations cited in this literature review, including the evaluation of the 
academic and life skills programme at the Hormozgan University in Iran (Fallahchai, 2012), 
the evaluation of the International Baccalaureate Diploma Programme (Conley, et al., 2014); 
the evaluation of UPEAP (Wood & Olivier, 2004); and the evaluation of the IkamvaYouth 
Programme (Spaull, et al., 2012). 
 
Due to the importance of critical thinking skills needed to succeed at tertiary level 
education, the BYP incorporated critical thinking skills as a key activity of their overall 
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programme. It is taught in the Touchstones class and is also a critical teaching strategy 
underlying all their lessons (SAEP Proposed Bridging Year 2015 document). 
 
Students are civically responsible. 
According to Giles, Honnet and Migliore (1991) (cited in Gray, et al., 2010, p. 32), “One of 
the characteristics of service-learning that distinguishes it from volunteerism is its balance 
between the act of community service by participants and reflection on that act, in order for 
both to provide better service and to enhance the participants’ own learning .... Service 
learning therefore combines a strong social purpose with acknowledgment of the 
significance of personal and intellectual growth in participants.” 
 
Gray, et al., (2010) note that service-learning is perceived as a tool to boost critical-thinking 
skills and provides students with an opportunity to apply their theoretical knowledge 
through experiential learning. Service-learning was also found to build self-esteem in youth 
(Israel & Nogueira-Sanca, 2011). 
 
An evaluation of the Learn and Serve America Higher Education (LSAHE) initiative studied 
the implementation of service-learning in higher education, with particular attention to the 
factors that hamper or aid strong service-learning programmes (Gray, et al., 2010). Serving 
more than 20 hours per semester had positive effects on self-rated academic development 
and life skills. Additionally the data indicated that service learning had stronger and more 
positive outcomes when course concepts were tightly linked to the service experience of 
students, and if the students received training and supervision on the service learning role 
(Gray, et al., 2010). 
 
The BYP included a service-learning component in their programme in order to ensure their 
students were civically responsible and understood the value of giving back to their 
communities. Service learning has the ability to instil this quality in students. Moreover it 
could further enhance self-esteem and critical thinking skills (Gray, et al., 2010).  
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The BYP could ensure that the students engage in more than 20 hours of service learning 
per semester in order to start experiencing positive outcomes as found by Gray, et al. 
(2010). At the time of this research BYP students were required to participate in community 
service for 100 hours for the year that they were registered with the BYP, which amounts to 
more than 100 hours of community service per semester. 
 
The evaluator recommends that for the BYP to transform their community service sessions 
from mere volunteerism into being service learning orientated, the BYP should ensure that 
the service learning activities are linked to course content (Gray, et al., 2010). One way to 
achieve this would be by ensuring that as part of the Touchstones and Psychosocial support 
programme activities, the students reflect on their learning from their community service 
sessions. This sharing would not only assist the individual student to gain deeper insights 
into their learning process and so build self-esteem, but would also allow the other students 
in class to critically unpack each student’s learning opportunities (Wood & Olivier, 2004). 
 
Students are employable. 
Employability skills were not noted as an outcome of any of the programme evaluations 
presented in this literature review. However, focus of the evaluations concerned access to 
and success at tertiary education. Tertiary success does not necessarily equate to 
employability skills, it is therefore noteworthy that the BYP has a long-term outcome that 
students are able to graduate into a career. As this is an intended outcome of the BYP, it 
was important to explore how the programme would achieve this. 
 
The rationale for acquiring tertiary education is to ensure better employment opportunities. 
However this rationale is complex and is often determined by employability skills, also 
known as soft skills (Mourshed, Farrell & Barton, 2012). “Employability can be defined as the 
possession of relevant knowledge, skills and other attributes that facilitate the gaining and 
maintaining of worthwhile employment” (British Council, 2014).  
 
Once students graduate from tertiary education, they will enter the employment market. 
The tertiary qualification that students graduate with adds to the knowledge and skills 
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needed for entering the job market however, certain soft skills are also needed in order to 
be marketable.  
 
A study aimed at understanding graduate employability in Sub-Saharan Africa was 
commissioned by the British Council in 2014, led by the University of London and carried out 
in partnership with Kenyatta University, Kenya; the University of Education, Winneba, 
Ghana; the University of Free State, South Africa; and the University of Ibada, Nigeria. It was 
found that one of the reasons for high rates of unemployment and underemployment, 
especially among graduates in South Africa was that employers felt that graduates were not 
equipped with the soft skills (employability skills) which would make them work-ready 
(British Council, 2014).  
 
Figure 10 was extracted from the South African Graduate Recruiters Association (SAGRA) 
2013 survey (cited in British Council, 2014), which indicates the various soft skills that South 
African employers found very important (indicated by the grey bar) together with reports of 
employers’ level of satisfaction with graduates displaying those soft skills (indicated by the 
blue bar) (British Council, 2014).  
 
 
Figure 10. Critical Skills Needed When Entering the Job Market 
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Figure 10 highlights information that reflects the expectations of employers that do not 
necessarily include tertiary qualifications for potential employees. This highlights the 
important role that the BYP could play in teaching their students skills required by 
employers. However, ensuring that students were employable was not a central focus of 
their programme and therefore BYP graduates might not necessarily have all the skills noted 
in figure 10. The extent to which BYP focused on employability was by ensuring their 
students knew how to search and apply for the jobs they wanted after graduating. Through 
their current programme initiatives the BYP are addressing some of the skills needed to be 
employable, namely problem solving, communication, planning skills, self-awareness and 
computer literacy.  
 
As a recommendation, the BYP could partner with other organisations that offer soft skills 
training so as to increase the BYP students’ chances of employment after graduation. A 
further recommendation is the BYP students find part time jobs whilst studying as this 
would provide them with an income, and enable development of their soft and other skills. 
Generating an income could lead to increased retention at tertiary education, as it has been 
found that one of the biggest reasons for the high student dropout rates was financial 
constraints (Gullatt & Jan, 2003; Jones, et al., 2008; Spaull, et al., 2012;). 
 
In summary, part two of the literature review has indicated that if the non-academic 
component of the BYP aims to achieve its desired long-term outcomes, ten outcomes need 
to be incorporated in the programme theory. These outcomes are (a) students can cope 
with academic demands, (b) students are pleased with their career choice, (c) students form 
a supportive network, (d) students are confident individuals and have high levels of self-
esteem, (e) students are culturally competent, (f) students are academically resourceful and 
self-efficacious, (g) students are effective communicators, (h) students are critical thinkers 
(i) students are civically responsible and (j) students are employable. 
 
 Part 3: conditions that may influence programme success. 
Various factors known as moderator variables may influence whether a programme will 
successfully achieve its desired outcomes (Rossi, et al., 2004). A moderator is defined as a 
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variable that affects the strength or direction of the relationship between an independent 
and dependant variable (Carroll, Patterson, Wood, Booth, Rick & Balain, 2007). The four 
moderators or influencers presented below are considered to have the potential to affect 
the relationship between the activities and outcomes in the short, medium and long-terms. 
They were derived from Gullatt and Jan (2003), Schultz and Meuller (2006), Jones, et al. 
(2008), and Spaull, et al. (2012). These influencers are: (a) strategically timed interventions 
and long-term investment in students, (b) scholarship/financial assistance, (c) student 
engagement and (d) the quality of delivery/instruction. 
 
 Strategically timed interventions and long-term investment in students. 
Gullatt & Jan (2003) highlight that starting early with tertiary preparation programmes over 
a longer period of time can be beneficial. They recommend that tertiary preparation 
programmes start during the ninth grade because learners have to make subject choices in 
the tenth grade. These subject choices should be aligned to learners’ career aspirations 
(Gullatt & Jan, 2003).The BYP assist post-matric students to gain access to and succeed at 
tertiary education therefore starting earlier is not part of their service delivery model.  
 
 Scholarship/financial assistance. 
Financial constraints have been noted as one of the key factors preventing students from 
pursuing tertiary education and also one of the biggest contributors to tertiary drop out 
among students from poor socio-economic backgrounds (Gullatt & Jan, 2003; Jones, et al, 
2008). The BYP does not offer students scholarships or financial aid for their tertiary studies. 
However, as part of their service delivery plan, students receive information about 
scholarships and financial aid options. The BYP also assists students with their applications.  
 
This assistance provided by the BYP might alleviate some of the financial anxieties facing 
students when applying to universities (Jones, et al., 2008).  
 
 Student engagement. 
The level of a student’s engagement with the course material could account for how 
effective the programme is for each individual student (Kahu, 2013). Kuh (cited in Thomas, 
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2012, p. 13) defined student engagement as “the time and effort students devote to 
activities that are empirically linked to desired outcomes of college and what institutions do 
to encourage students to participate in these activities”. Potential tertiary education 
students struggle to understand the value that non-academic programme activities may 
have towards achieving their goal of gaining access to and succeeding at their tertiary 
studies (Krause & Coates, 2008).  
 
The BYP students were motivated to gain access into tertiary institutions and thus rewrote 
matric subjects to improve their final matric results. A key focus of the BYP, over and above 
academic tutoring, was to provide the students with the non-academic skills that would 
assist them to better cope with the demands of tertiary education. Because the non-
academic skills were not directly linked to the matric results or to gaining access to tertiary 
education, the BYP students might not have understood the importance of the non-
academic skills and therefore may not have engaged closely enough with the non-academic 
programme activities to bring about the intended outcomes.  
 
The BYP attempted to control against this potential lack of involvement by ensuring that all 
programme activities were compulsory for all students. However, there was still the risk 
that students might not take the non-academic activities seriously and therefore would 
engage with the material appropriately. One way the programme staff might be able to 
ensure that students are more engaged would be to inform them of the importance of each 
skill at tertiary level education and how it leads to academic success. The programme staff 
should also ensure that each programme activity has a clear description of the activities how 
it relates to the outcomes. By explicitly stating the course outcomes students would be 
encouraged to consciously make the connections and therefore be better equipped, in 
future, to draw on those skills.  
 
Peer mentoring (Wood & Olivier, 2004) is another method whereby the BYP could ensure 
that their students engage adequately with the non-academic programme activities. 
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 Quality of delivery. 
According to Carroll, et al. (2007, p. 6), “quality of delivery is an obvious potential moderator 
of the relationship between an intervention and fidelity with which it is implemented”. The 
quality of programme delivery affects the extent to which a programme will achieve its 
desired outcomes (Carroll, et al., 2007). A meta-analysis conducted by DuBois, et al. (2002) 
of 55 mentoring studies found that programmes that monitored their programme 
implementation obtained effect sizes three times larger than programmes that reported no 
monitoring (mean effects of 0.18 vs. 0.06, respectively). For the purpose of this research, 
the evaluator was unable to comment on the quality of delivery of the BYP in the absence of 
a process evaluation. Thus a recommendation would be that an extensive process 
evaluation of the non-academic component of the BYP be conducted in future. A process 
evaluation is an evaluation designed to determine whether the programme is or has been 
delivered as intended to the target audience (Rossi, et al., 2004). Therefore a process 
evaluation of the BYP will determine whether the BYP is implementing the programme 
activities as intended and whether the intended target audience is being reached. 
 
In summary, part three of the literature review has highlighted the conditions that may 
influence the capacity of the non-academic component of the BYP to achieve the key 
outcomes discussed in part two of the literature review. 
 
It is essential that the programme manager monitor these factors of the programme 
regularly as these may strengthen or weaken the prospects of the non-academic component 
of the BYP achieving its desired outcomes (Carroll, et al., 2007).  
 
The BYP manager should ensure that all BYP students are provided with guidance, 
assistance and support on how to go about applying for scholarships or financial aid. The 
second factor is to ensure that the BYP students are engaging with the non-academic 
component at an effective level and that the non-academic teachers/facilitators are 
encouraging a high level of programme engagement. The third factor is to ensure stringent 
and consistent monitoring protocols for the quality of service delivery and instruction. The 
fourth factor is to ensure that students receive this intervention early on in their high school 
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careers and over an extended period of time, however the target audience of the BYP is 
post-grade 12 learners thus this factor does not relate to the BYP. 
 
To ensure that the non-academic component of the BYP is able to provide the intended 
benefits for the target beneficiaries, all the components highlighted in parts two and three 
of the literature review should be incorporated in the programme theory.  
 
Recommended programme theory for the non-academic component of the BYP. 
The revised and recommended programme theory model incorporated the combined 
programme activities and outcomes of the elicited programme theory (as per evaluation 
question one) to those activities and outcomes extracted from the literature. Figure 11 
presents the revised recommended logic model. The following activities were added to the 
elicited logic to create it: (a) assistance with completing application forms, (b) payment of 
tertiary application fees (c) payment for National Benchmark Tests (NBT) to be written and 
(d) peer support.  
 
The following short-term outcomes were added to the elicited logic model to create the 
revised logic model: (a) academic self-efficacy, (b) employability skills and (c) cultural 
awareness.  
 
The following medium-term outcomes were added to the elicited logic model to create the 
revised logic model: (a) students are pleased with their career choice, (b) students are 
employable, (c) students are effective communicators, and (d) students form supportive 
networks.  
 
The following long-term outcomes were added to the elicited logic model to create the 
revised logic model: (a) students are better prepared to rewrite final matric exams, (b) 
students gain access to tertiary institutions and (c) students are retained beyond their first 
year. 
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Figure 11. Recommended Variable-Oriented Logic Model for the Non-Academic Component of the BYP
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Part 4: social science theory of behaviour change 
The recommended logic model of the non-academic component of the BYP, Figure 11, 
attempted to address all the major skills needs of students, from poor socio-economic 
backgrounds, that were necessary to develop the behaviours associated with tertiary 
success. However, behaviour change is a complex issue (Ajzen, 1991). Providing people 
with knowledge and skills does not necessarily mean that they would automatically 
behave in the desired manner (Protogerou, Fisher, Aar & Mathews, 2012). In terms of 
the BYP, “the desired behaviour” would be for the BYP students to implement the non-
academic skills throughout their tertiary level studies that they have learned at the 
BYP. 
 
According to Ajzen (1991) the Theory of Planned Behaviour (TPB) states that four 
factors determine whether a behaviour will be performed: (a) whether an individual 
intends to perform the behaviour, (b) whether the individual has the necessary 
knowledge, skills and ability to perform the behaviour, (c) environmental constraints, 
that could hinder the behaviour from being performed, and (d) whether the individual 
has the resources needed to perform the new behaviour.  
 
The Theory of Planned Behaviour further describes three factors that influence the 
intention to perform a particular behaviour. These three factors are attitude towards 
the behaviour, motivation to perform the behaviour and one’s ability to enforce self-
control. These are also known as the behavioural beliefs. The attitude factor will 
positively influence the individual’s intention if the individual agrees with the 
behaviour that must be exercised and that by exercising the desired behaviour, 
positive outcomes will be achieved. The second factor that may influence the intention 
to perform a new behaviour is whether the individual perceives that the new 
behaviour is accepted by society as positive. If it is then his/her motivation to comply 
will be greater. These are called normative beliefs. The third factor that may influence 
an individual’s intention to perform a new behaviour depends on the individual’s level 
of self-control, which is also referred to as control beliefs. An individual with strong 
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control beliefs feels that regardless of how difficult the circumstances are, he/she can 
exercise the intended behaviour.  
 
Ajzen (1991), states that if these factors are positive then the intention to perform the 
desired behaviour is enhanced, which in turn would have a stronger influence on the 
desired behaviour being performed. Figure 12 is a modified graphic depiction of 
Ajzen’s theory of planned behaviour.  
 
 
Figure 12. Modified Model of the Theory of Planned Behaviour (Ajzen, 1991) 
 
In order to assess whether the recommended logic model of the non-academic 
component of the BYP could indeed facilitate behaviour change in line with the Theory 
of Planned Behaviour, the evaluator plotted the activities of the non-academic 
component of the BYP to each variable in figure13. 
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Figure 13. BYP Theory of Planned Behaviour Model (Ajzen, 1991) 
 
Figure 13 graphically depicts how the activities of non-academic component of the BYP 
fit into the theory of planned behaviour, which reinforces that if the BYP implemented 
all the non-academic programme activities with fidelity and strength, the prospects of 
positive benefits being realised by their programme beneficiaries would be high. 
 
Evaluation Question Three: What Indicators, Measures and Standards need to be 
incorporated in the Outcome Monitoring Framework? 
Evaluation question three is presented and follows the results and discussion of the 
four step process used to develop the outcome monitoring framework for the non-
academic component of the BYP. This section presents the key outcomes that were 
selected for monitoring purposes. It also presents the indicators and measures for 
each of the selected outcomes. The final section on this evaluation question offers a 
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recommendation for the procedure to be used when collecting the baseline data and 
for target setting for the 2015 BYP cohort. 
 
Step one: agreeing on key outcomes to be monitored. 
The following outcomes were agreed by the programme manager and programme 
director, for monitoring purposes: 
1. Students are more knowledgeable of the various study skills techniques. 
2. Students have academic resourcefulness skills. 
3. Students are better prepared to make informed career decisions. 
4. Students have knowledge of how to search for the jobs they want. 
5. Students have improved English language skills. 
6. Students are more aware of the value of social responsibility. 
7. Students have increased computer literacy skills. 
 
These seven prioritised outcomes were selected from nine short-term outcomes, and 
are in line with the logic model. Two of the outcomes were not included as they 
concern psychosocial aspects that are difficult to monitor within the context of BYP. 
The rationale for selecting the short-term outcomes rather than medium term 
outcomes is the programme is running a pilot phase in 2015. The method of service 
delivery will change, but not the underlying programme theory. The programme 
stakeholders therefore felt it was appropriate for the pilot programme to monitor 
whether the programme beneficiaries were actually increasing in knowledge, skills and 
attitudes. If it were found that students’ knowledge, skills and attitudes had not 
improved in a certain area, it would allow the BYP team to make the necessary 
improvements promptly.  
 
Step two: selecting key indicators and measures to monitor outcomes. 
According to Patton (2008), a good indicator should be specific, measurable, 
attainable, relevant, and time bound (SMART). Kusek and Rist (2004) note that a good 
indicator is: (1) clear, which means it should be precise and unambiguous; (2) relevant, 
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which means it should be appropriate to the programme; (3) economic, which means 
it should be available at a reasonable cost; (4) adequate, which means it should 
provide a sufficient basis for assessing performance; and (5) it should be monitorable, 
which means it can be monitored by someone else. The indicators and measures for 
each of the key outcomes that were agreed on are presented in Table 10 below. All 
Indicators listed in Table 10 fit the criteria of good indicators as set out by Kusek and 
Rist (2004), and Patton (2008).  
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Table 10 
Key Outcomes, Indicators and Measures Agreed on 
Outcomes Indicators Measures 
Students are more 
knowledgeable of the various 
study skills techniques. 
Performance on academic 
literacy assessment 
Percentage achieved on 
assessment 
Students have academic 
resourcefulness skills. 
Performance on Touchstones 
class assessments 
Percentage achieved on 
feedback assessment 
Students are better prepared to 
make informed career 
decisions. 
University open day attendance Number and percentage of 
University open days 
attended 
Career Fair attendance Number and percentage of 
career fairs attended 
Career guidance sessions 
attended 
Number and percentage of 
career guidance sessions  
Students have knowledge of 
how to search for the jobs they 
want. 
Completion of job search 
activities 
Percentage of job search 
activities completed 
Students have improved English 
language skills. 
Performance on English 
language assessments 
Percentage achieved on 
English language assessments 
Students are more aware of the 
value of civic responsibility. 
Completed reflections essays 
for each community service day 
Proportion of weekly 
reflections essays completed  
Students have increased 
computer literacy skills. 
Performance on ICDL 
assessment 
Percentage achieved on the 
ICDL assessment 
 
Step three and step four: establish baseline indicators and targets. 
The programme has no baseline data for the selected outcome indicators. As noted, 
the pilot programme will be initiated in 2015 so baseline data will be collected from 
the 2015 cohort of BYP students. The following section will first present 
recommendations on how to collect baseline data for the outcome indicators, second, 
outline the process of target setting, and third recommend how to practically 
implement the monitoring framework. 
 
 Building baseline information. 
In order to monitor the outcomes, baseline data must be established, thus a baseline 
collection framework is presented for each outcome indicator. Kusek and Rist (2004) 
describe eight key components that should be established for each indicator when 
building baseline data as follows: 
 
1. Who or what are the sources of data? 
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2. What are the data collection methods for each indicator? 
3. Who will collect the data? 
4. How often should the data be collected? 
5. What are the cost implications for data collection and how difficult will it be to 
collect the data? 
6. Who will analyse the data? 
7. Who will report the data? 
8. Who will use the data? 
 
Table 11 provides a framework for baseline data collection. It provides all the key 
elements that must be considered when collecting the baseline data. 
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Table 11 
Key Components to be established per Indicator when Building Baseline Data 
Data 
source 
Data 
collection 
method 
Who will collect 
the data 
Frequency 
to collect 
Cost and 
difficulty 
to collect 
Who will 
analyse 
the data 
Who will 
report 
the data 
Who will 
use the data 
Outcome 1: Students are more knowledgeable of the various study skills techniques. 
Indicator 1: Performance on study skills assessments. 
New 
cohort 
Assessment Academic 
Literacy 
Instructor 
Once per 
cohort  
Low M&E 
Impact 
Centre 
M&E 
Impact 
Centre 
Programme 
Staff 
Outcome 2: Students have academic resourcefulness skills. 
Indicator 1: Performance on Touchstones class assessments. 
New 
cohort 
Assessment Touchstones 
Instructor 
Once per 
cohort  
Low M&E 
Impact 
Centre 
M&E 
Impact 
Centre 
Programme 
Staff 
Outcome 3: Students are better prepared to make informed career decisions. 
Indicator 1: Attendance at career fairs. 
New 
cohort 
Conversation 
with key 
individuals 
Career 
Guidance 
Instructor 
Once per 
cohort  
Low M&E 
Impact 
Centre 
M&E 
Impact 
Centre 
Programme 
Staff 
Indicator 2: Attendance at career guidance sessions. 
New 
cohort 
Conversation 
with key 
individuals 
Career 
Guidance 
Instructor 
Once per 
cohort  
Low M&E 
Impact 
Centre 
M&E 
Impact 
Centre 
Programme 
Staff 
Indicator 3: Attendance at University open days. 
New 
cohort 
Conversation 
with key 
individuals 
Career 
Guidance 
Instructor 
Once per 
cohort  
Low M&E 
Impact 
Centre 
M&E 
Impact 
Centre 
Programme 
Staff 
Outcome 4: Students have knowledge of how to search for the jobs they want. 
Indicator 1: Performance on job search assessments. 
New 
cohort 
Conversation 
with key 
individuals 
Career 
Guidance 
Instructor 
Once per 
cohort  
Low M&E 
Impact 
Centre 
M&E 
Impact 
Centre 
Programme 
Staff 
Outcome 5: Students have improved English language skills. 
Indicator 1: Performance on English language assessments.  
New 
cohort 
Assessment Academic 
Literacy 
Instructor 
Once per 
cohort  
Low M&E 
Impact 
Centre 
M&E 
Impact 
Centre 
Programme 
Staff 
Outcome 6: Students are more aware of the value of civic responsibility. 
Indicator 1: Number of completed reflections reports for each community service day. 
New 
cohort 
Conversation 
with key 
individuals 
Service 
Learning 
Coordinator 
Once per 
cohort  
Low M&E 
Impact 
Centre 
M&E 
Impact 
Centre 
Programme 
Staff 
Outcome 7: Students have increased computer literacy skills. 
Indicator 1: Performance on ICDL assessments. 
New 
cohort 
Assessment Computer 
Instructor 
Once per 
cohort  
Low M&E 
Impact 
Centre 
M&E 
Impact 
Centre 
Programme 
Staff 
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Selecting targets for performance indicators. 
Once the baseline data for each indicator has been established, the next step is to 
select the targets for each indicator (Kusek & Rist, 2004). A target is defined as the 
minimum ideal number or percentage that the programme is aiming to achieve for a 
specific outcome indicator by a given time (Kusek & Rist, 2004). “The baseline is the 
situation before a program[me] or activity begins; it is the starting point for results 
monitoring. The target is what the situation is expected to be at the end of a 
program[me] or activity” (UNDP, 2002, pp. 66-67). Targets should be set in relation to 
the outcome indicator while taking the baseline data into consideration. It is important 
to take the baseline data into account in order for the targets to be a realistic goal for 
performance monitoring (Kusek & Rist, 2004). The BYP manager should ensure the 
targets for each indicator are set once the baseline data has been analysed and 
reported. 
 
Recommendations for implementing the monitoring framework. 
The assessments recommended to collect the data are internal assessments to ensure 
their relevance to the course content and its cost effectiveness. According to the 
programme manager, industry specialists are developing an academic literacy 
assessment for the BYP to ensure that the skills needs of the target beneficiaries are 
addressed, and that the measurement is valid and reliable. 
 
In order to ensure the monitoring framework is operational, the programme staff will 
collect the baseline data for each indicator during the first week of the 2015 BYP. The 
reason for this is to capture an accurate reflection of where the students are relative to 
each indicator before the programme activities commence. 
 
Data for each indicator should be collected at five months from the date of the 
baseline data collection process and thereafter in the final month of the cohort year. 
This means that the BYP staff should assess the students in January for the baseline 
data. The second assessment should be in June, preferably before the mid-year matric 
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exams, to assess the level of knowledge and skill the BYP students have acquired. If an 
improvement is noted in the assessment results compared to the baseline data, the 
programme staff can assume that their students are better prepared for their mid-year 
exams due to their improved study skills techniques. If however an improvement has 
not been found or if it is minimal, the BYP staff will then be able to make the necessary 
improvements to the programme to ensure that the students are better prepared for 
their final matric exam rewrite. This monitoring process will ensure that the 
programme staff are able to pick up on trends so as to make the necessary programme 
improvements as soon as possible. 
 
The final data collection should be conducted in November before the final matric 
exams of the BYP students. The information collected in June and November should be 
recorded on a monitoring dashboard. A template that can be utilised by the BYP 
impact centre as a monitoring dashboard to record the data can be found in Appendix 
E. The data should be analysed and reported in relation to the baseline indicators and 
targets that were set for each indicator. The analyses should focus on whether the 
knowledge, skills and attitudes of the BYP participants have changed, preferably 
improved. The analysis will also tell the BYP staff whether the programme was able to 
reach the targets as set out for each indicator.  
 
Due to the indicators being new to the BYP, it could happen that unrealistic targets 
were set. If so, the targets can be reviewed however; according to Kusek and Rist 
(2004) it is important to gather at least three rounds of data before revising the 
targets. In the case of the BYP that would mean that data should be collected for three 
cohorts before making a decision to revise the targets. However, before considering 
reworking the targets it would be important to gain insight into other possible reasons 
why the programme is not achieving the set targets.  
 
Not meeting targets could be due to various reasons. Firstly it could mean that the 
course is not being delivered with the correct dosage and intensity (Dane & Schneider, 
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1998; Cordray & Pion, 2006; Carroll, et, al., 2007). The students might then require 
more lessons on a particular skill over a longer period of time than currently provided.  
 
Delivering the programme with fidelity is necessary in order to achieve the desired 
programme outcomes (Cordray & Pion, 2006; Carroll, et al., 2007). This means that the 
programme must be delivered according to the intended programme plan.  
 
Another reason for the programme not achieving its targets could be that the quality 
of programme delivery was not up to standard (Dane & Schneider, 1998; Carroll, et al., 
2007). Dane and Schneider (1998) also note that participant responsiveness, that is 
student engagement, could affect the extent to which outcomes were achieved 
(Carroll, et al., 2007). This information, however, can only be determined by 
conducting an extensive process evaluation.  
 
By the BYP piloting their new service delivery strategy in 2015 provides an ideal 
opportunity to build an outcome evaluation into the programme design. The outcome 
evaluation could reveal critical information on the programme’s effect on participants. 
A quasi-experimental design should be adopted with a pre-post design. The evaluation 
design would be significantly improved by including a comparison group. 
 
Contribution to the Field of Evaluation 
There is very limited research on South African evaluations of similar programmes to 
the BYP. This research contributes to the body of knowledge within a South African 
context. This theory evaluation has provided knowledge on (a) how NGO’s can assist 
students from poor socio-economic backgrounds to successfully complete grade 12 
with a bachelor’s pass to gain access to tertiary education and (b) the critical 
knowledge, skills and behaviours that should be instilled in students in order to 
succeed at tertiary education within the required time. 
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This evaluation will be of value to those who wish to implement similar programmes 
within a South African context. A recommendation for future research is to publish 
outcome and impact evaluations of similar tertiary preparation programmes in South 
Africa in order to add to the knowledge base in this sector.  
 
Limitations 
A key limitation of this evaluation has been that the plausibility assessment relied 
mainly on non-South African evaluation research because effectiveness evaluations 
within the South Africa context of similar non-academic programmes could not be 
found. The USA education system is faced with similar access and retention challenges 
within population groups who come from a similar socio-economic background. This 
allowed the evaluator to draw inferences for the South African context. 
 
Another limitation to the theory evaluation has been that it was not established 
whether an alternative approach would produce the same results as expected by the 
non-academic component of the BYP. It may be, for example, that there are more cost 
effective methods of programme implementation that are able to achieve similar 
programme outcomes to those of the non-academic component of the BYP. However, 
through the literature review process, no radically different approaches to 
programmes similar to the one studied were found.  
 
A limitation of the proposed monitoring framework is that only the short-term 
outcomes were included. A more comprehensive monitoring framework incorporating 
all the components of the logic model should be developed to fully ensure that the 
non-academic component of the BYP is implemented as planned.  
 
By monitoring the programme process the prospects of achieving the intended 
programme outcomes are increased. Monitoring of the longer-term outcomes should 
also be a central element of the tracking process of non-academic component of the 
BYP. The consistent monitoring of longer-term outcomes would provide programme 
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staff with an indication of whether the students are in fact gaining access to tertiary 
education and more importantly, whether the BYP graduates are successfully 
completing their tertiary education programmes. Such monitoring data would be 
critical for evaluation purposes as well. 
 
Conclusion 
This research addressed one aspect of the issue that while the higher education sector 
in post-apartheid South Africa is still grappling with the challenge of ensuring that 
students from poor socio-economic backgrounds gain access to tertiary education, 
those who do gain access to tertiary institutions often drop out or graduate outside 
the minimum required time. The aspect addressed was a formative evaluation of the 
non-academic component of the Bridging Year Programme run by The South African 
Education and Environment Project, an NGO operating in impoverished communities 
near Cape Town. That component was targeted mainly at instilling skills to improve the 
prospects of students once they had entered a tertiary programme of their choice.  
 
A literature review found that by developing non-academic skills,  providing sufficient 
financial support, career counselling and psychosocial support to students from a poor  
socio-economic background, the prospects for success at tertiary education are 
significantly increased and that higher levels of education generally led to increased 
income, improved living standards, access to better employment opportunities, and 
improved health outcomes. 
 
The three objectives of the evaluation were (1) to elicit the programme theory and the 
underlying assumptions of the non-academic component of the bridging programme, 
(2) to assess the plausibility of the underlying programme assumptions, and (3) to 
develop an outcome monitoring framework for that component. 
 
The programme theory and underlying assumptions of the course component was 
elicited using an adaptation of Donaldson’s (2007) six step process. Through this 
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process a logic model of the non-academic component of the BYP was developed 
iteratively, which incorporated the input of the programme manager and the 
programme staff.  
 
Once the logic model was developed, a plausibility assessment was conducted by 
means of a literature review, which found that the programme component did 
incorporate all the activities as similar successful programmes. The literature review 
also found that the programme success might be increased by incorporating the 
following ten outcomes in their programme theory: (a) students can cope with 
academic demands, (b) students are pleased with their career choice, (c) students 
form a supportive network, (d) students are confident individuals and have high levels 
of self-esteem, (e) students are culturally competent, (f) students are academically 
resourceful and self-efficacious, (g) students are effective communicators, (h) students 
are critical thinkers (i) students are civically responsible and (j) students are 
employable.  
 
Supposing these recommended outcomes were incorporated into the programme 
theory, four factors (moderator variables) were also identified which would either 
strengthen or weaken the prospects course component achieving its desired 
outcomes: (a) strategically timed interventions and long-term investment in students, 
(b) scholarship/financial assistance, (c) student engagement and (d) the quality of 
delivery/instruction.  
 
Once the plausibility assessment was completed, a revised variable-oriented logic 
model was recommended (figure 11) for the course component, which incorporated 
the ten recommended outcomes as well the moderating variables. 
 
The course component lacked a monitoring framework therefore once the variable-
oriented logic model had been finalised a monitoring framework for the short-term 
outcomes of the programme were developed. Kusek and Rist’s (2004) model was 
adapted for this process. The framework incorporated indicators and measures that 
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were developed through consultation with the programme manager of the bridging 
course. A framework for collecting baseline data and setting targets for the BYP were 
also developed. Templates were created for the programme staff of the BYP to record 
the monitoring data. 
 
Based on the literature findings, the non-academic component of the BYP has at least 
the potential to assist students from a low socio-economic background to succeed at 
tertiary level education and it might well be already doing so. The long-term outcome 
of the programme might be optimally realised if the programme incorporates the 
components as per the recommended programme logic model (figure 11) and if it 
applies a framework to monitor both the programme implementation and outcomes. 
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Appendix B: Guiding questions to extract the logic model 
1. What are the overall goals of the non-academic component? 
2. What are the medium-term and short-term goals of the non-academic 
component? 
3. How will you achieve these outcomes? What are the activities of the non-
academic component? 
4. What are the outputs of these activities? 
5. What are the available resources to ensure these activities are carried out as 
intended in order to reach the programmes outcomes? 
6. What are the underlying assumptions of the non-academic component? (The 
“If-Then” relationships) 
 Which activities lead to which outputs logically? 
 Which outputs lead to which short-term outcomes? 
 Which short-term outcomes lead to the medium-term outcomes logically? 
 Do the short and medium-term outcomes lead to the long-term outcomes 
logically? 
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Appendix E: Template to record and analyse monitoring data. 
Outcome Indicator Measure Baseline Data 
January  
Target Mid-Year Data 
June  
Year-end Data 
November 
Students are more 
knowledgeable of the 
various study skills 
techniques. 
Performance on 
academic literacy 
assessment 
Percentage achieved on 
assessment 
    
Students have 
academic 
resourcefulness skills. 
Performance on 
Touchstones class 
assessments 
Percentage achieved on 
feedback assessment 
    
Students are better 
prepared to make 
informed career 
decisions. 
University open day 
attendance 
Number and percentage of 
University open days 
attended 
    
Career Fair attendance Number and percentage of 
career fairs attended 
    
Career guidance 
sessions attended 
Number and percentage of 
career guidance sessions 
attended 
    
Students have 
knowledge of how to 
search for the jobs 
they want. 
Completion of job 
search activities 
Percentage of job search 
activities completed 
    
Students have 
improved English 
language skills. 
Performance on English 
language assessments 
Percentage achieved on 
English language 
assessments 
    
Students are more 
aware of the value of 
social responsibility. 
Completed reflections 
reports for each 
community service day 
Proportion of weekly 
reflections reports 
completed  
    
Students have 
increased computer 
literacy skills. 
Performance on ICDL 
assessment 
Percentage achieved on 
the ICDL assessment 
    
 
